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INTRODUCTION

“Applying Research about Instructional Strategies that Work with At-Risk Students” was
produced by the Kentucky Academy for School Executive for Extended School Services of the
Kentucky Department of Education. The purposes of this training module are (1) to identify com-
mon fallacies about instruction for this population, (2) to identify factors associated with successful
instruction for at-risk students, and (3) to apply this learning to the extended school program at
participants’ schools. To accomplish these goals the training module is divided into three major
sections: (1) Awareness, (2) Factors Associated with Successful Instruction for At-Risk Students,
and (3) Programmatic Suggestions. The module is designed to apply to all teachers regardless of
instructional levels.

The background information contained in the module and the activities are based on current
research about teaching and learning. The training materials actively involve teachers in making
connections to their own school’s extended school services for at-risk students. The anticipated
length for the entire module is approximately 5 1/2 contact hours.

“Applying Research about Instructional Strategies that Work with At-Risk Students” pro-
motes the accomplishment of Kentucky Education Reform Act (KERA) goals, is outcome based,
and reflects principles of adult learning and the change process. Active participation and commit-

ment are encouraged.
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SUGGESTED FORMATS AND AGENDAS

. " TWO DAYS (AFTER SCHOOL)
PDay One (Approximately 2 hours and 30 minutes)

Introductions and Recollections
Who is the At-Risk Student?
Break

Exploring the Fallacies

The Impact of the Fallacies
Counteracting the Fallacies

Day Two (Approximately 2. hours and 45 minutes)

Review

Successful Instructional Techniques *
Break :
Importance of Parent Involvement *
General Program Characteristics

Closure
‘ Evaluation
ONE DAY OF FOUR AND ONE HALF HOURS
9:00 - 9:30 Introductions and Recollections
9:30 - 9:45 Who is the At-Risk Student?
9:45 -10:15 Exploring the Fallacies
10:15-10:30 Break
10:30- 11:00 The Impact of the Fallacies
11:00- 11:30 Counteracting the Fallacies
11:30- 1:00 Lunch
1:00 - 2:00 Successful Instructional Techniques *
2:00 -2:15 Break
2:15 - 3:00 Importance of Parent Involvement *
3:00 -3:30 General Program Characteristics
3:30 - 3:45 Closure
3:45 -4:00 Evaluation

*NOTE: Itis strongly recommended that homogenous grouping by elementary, middle, and high
school be utilized with "Successful Instructional Téchniques" and "Importance of Parent
Involvement". Each group then completes the assignments based on their particular

‘ circumstances.
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. I. AWARENESS ACTIVITIES: BACKGROUND lNFORM‘ATlON

Introduction

To meet the educational needs of the estimated 13 million at-risk students in this country is
truly vital to our society. Accordingtoa coalition of eleven educational organizations, unsuccessful
students eventually drain the economy in welfare and social services costs and hamper the nation’s
ability to compete internationally (Schorr, 1989). Each year approximately one million youngsters

. leave high school without graduating and are virtually unemployable. While in school, these stu-
dents demonstrate low achievement, poor self-esteem, indifferent attitudes and a lack of identifica-
tion with school (Gage, 1990). '

To successfully implement programs which combat the serious problems associated with the
at-risk student, those involved must be aware of some of the common fallacies associated with the
at-risk learner. The purpose of the background information and the activities in this section of the
training module is to increase that awareness. Key questions are as follows: (1) What is the defini-
tion of at-risk? (2) Who really is the at-risk student? (3) What are the possible characteristics of
students considered at-risk? (4) What are common fallacies about instruction for the at-risk student?
(5) How can teachers change their perceptions of the at-risk student and counteract the fallacies
associated with labeling the at-risk student? :

Awareness

@ ik

There are many definitions of the broad and very much in vogue term “at-risk”. Although
research in the late 1970s showed negative effects of labeling children, it is impossible to create
programs, target children for those opportunities, and not use some kind of definition. Therefore, it
must be clarified that children considered “at-risk™ are those who may experience negative educa-
tional outcomes (Thornburg, Hoffman, Remeika (1991). It is important to note that the definition is
based on outcome; not a particular status of the child. Also fallacies exist relative to a definition of
at risk. It should pot automatically imply a particular sociogconomic, ethnic, or cultural back-
ground. Programs should not be aimed solely at students with medical, language, or behavioral
problems. Further, certain cautions must be used in any definition of at-risk (Hrncir and Eisenhart,
1991). The following should be remembered. :

1. Risk is not static.

 Standardized test scores alone are not effective predictors of risk.
3. Children are not isolated entities, but develop within an ecological context.
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Who is the at-risk student?

With the above concerns and cautions in mind, it is important to explore the factors leading
to negative educational outcomes - to understand who may be at risk. Those factors can be grouped
into (1) poverty, (2) lack of family support, and (3) negative peer pressure (Thornburg, Hoffman, &
Remeika, 1991). _

Poverty, A solely economic definition of poverty does not adequately describe the environ-
mental conditions, life experiences, quality of resources, and the lack of opportunities of those who
are poor (Thomburg, Hoffman, & Remeika, 1991). Neither does it relate how people in poverty
adjust their aspirations and efforts downward when faced with limited opportunities. All-of these
factors affect the educational outcomes of students who are poor. Additionally, conditions of pov-
erty are correlated with increases in the use of drugs, alcohol, and violence and with teen pregnancy.
Finally, the rate and severity of poverty are especially evident among racial and ethnic minority
groups. It should be stressed, however, that the underlying factor is poverty and not ethmc or
cultural background.

EFamily support, Our society has changed drastically over the last three decades, yet ad-
equate support systems for those changes have not always occurred (Schorr, 1989). For example,
the number of single-mother households has more than doubled since 1959 and the poverty rate in
these homes is six times higher than in two-parent families (Thornburg, Hoffman, & Remeika,
1991). Employment of mothers outside the home and the lack of adequate child care is another
major factor in family support.

Negative peer pressure, The role of poverty and changes in family support are not the
whole picture. Children in overindulgent homes - the “‘cornucopia kids™ - often present problems to

educators (Baldwin, 1989). Such students have difficulties following through on projects, demand
constant stimulation, tend to have superficial relationships, and do not value personal property.
These “cornucopia kids™ and other students facing peer pressures to be free of adult intervention are
outside of poverty, yet are at risk for negative educational outcomes.

mmm'ﬂmw i i = i 3 .

Although the students who are at-risk and utilizing the Extended School Services (ESS) vary
over programs, research has shown well-documented characteristics of students who drop out of
school or do poorly in school (Gage, 1990).

Low achievers. General]y, those at-risk students are low achievers in school or have prob-
lems with attention. :

Indifferent attitudes, Because of low achievement, many ESS students have developed an
indifferent attitude toward their school work which compounds their problem.

8
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Low self-esteem, Because of the low achievement, most students at risk have poor self-
esteem, particularly when it comes to academics.

Lack of identification with school, All of these characteristics often result in the student

having a lack of identification with school. They do not like school; they do not want to be there;
they do not like the people in the school.

C Fallacies about I ion for the Al- Risk Stud

Knapp, Turnbull and Shields (1990) discuss conventional educational *wisdoms™ about
children of poverty. These, along with others, highlight the common fallacies of the broader at-risk
population.

ient in their n for n i ili v
given them a bad start in life (Knapp, Turnbull and Shlelds 1990). These assumptions often foster
stereotypxcal ideas about the capabilities of a child and detract from an accurate assessment of the
child’s real problems and potential. Strengths of a cultural background may be lost. The conse-
quences of such fallacies often lead to low expectations, failure to examine what the school does to
exacerbate problems, and possible misdiagnosis of learning problems .

Fallacv#2. ing and challenge in the curri m_shoul roken up into fix
uences of discr kills which are organized from the simplest (the basics) to I X
(higher-order skills). Instruction should tvpically emphasize mastery of these skills (Knapp,

Turnbull and Shields, 1990). Such assumptions underestimate a student’s capabilities, postpone
challenge, fail to provide context, and reinforce failure.

Fallacvy # 3, ] h her i Iovi ly direct in ion (Knapp, Turnbull
and Shields, 1990). This implies such aspects as teacher-controlled situations, careful structuring of
tasks, and whole-group formats. A critique of such approaches suggests that students do not learn to
think for themselves and become dependent on the teacher to monitor progress, to motivate, and to
structure all aspects of learning.

Fallacv#4, if rovi I vi ex i (Knapp,
Turnbull and Shields, 1990). While structure is needed, the overall theme of the classroom may
become one of behavior management. This tone may inhibit the freedom needed to explore, to
contribute, and to move beyond basic skill development.

Fallacy # 5. Low-achieving students should be pl in homogeneous gr cess
(Knapp, Turnbull and Shields, 1990). The problem with this fallacy is that at-risk students often
become permanently segregated into tracks and they miss the expcsure to the culture of the higher
achieving students. Tracking affects learning, future orientations, peer relationships, and impres-
sions of school environment (Vanfossen, Jones, & Spade, 1987).
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Kaliacv # 6, Low-achieving students need easy work. The problem with this fallacy is that

students with easy learning tasks attribute success to the easiness and their self-esteem is not en-
hanced. Clifford (1990) suggests that a moderate probability of success, not easy tasks, is essential
to intrinsic motivation. Learning for the at-risk learner should, therefore, stretch capabilities.
Moderate academic risk taking should be encouraged without external constraints such as surveil-
lance, deadlines, threats, bribes and rewards. -

Eallacy # 7, At-Risk students must alw iv ial consideration about their efforts.
The problem with this fallacy is that students see themselves as helpless and assume no responsibil-
ity for their failure or success (Alderman, 1990). Only performance goals rather than learning goals

are stressed.

10



l. Awareness Activities: Overview

¢ OVERVIEW

OBJECTIVES: (1) To get to know one another

(2) To acquaint and reacquaint ourselves with being a student

(3) To collect information about feelings associated with school
success and failures

(4) To define “at-risk™ for this training session

(5) To become familiar with some cautions related to any definition

(6) To become familiar with common fallacies about instruction with
the at-risk population

(7) To relate these fallacies to individual students

(8) To study the impact of the common fallacies on the at- nsk

: population as a whole
(9) To highlight the research associated with the fallacies

TOTAL TIME: 2 contact hours

ACTIVITIES: A. Introductuons and Recollections
B. Who is the At-Risk Student?

C. Exploring the Fallacies
‘ D. The Impact of the Fallacies

EQUIPMENT: Overhead projector and screen

MATERIALS: Background information
2 chart stands with paper
Newsprint
Markers
Masking tape
Transparencies as indicated
Handouts as indicated
Worksheets as indicated
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Activity 1LA: Description

ACTIVITY A: INTRODUCTIONS AND RECOLLECTIONS

OBJECTIVES: (1) To get to know one another

(2) To acquaint and reacquaint ourselves with being a student
(3) To collect information about feelings associated with
school success and failure

TIME: 30 minutes

EQUIPMENT: None

MATERIALS: 2 chart stands (one chart titled “Feelings about Doing Well” and one
titled “Feelings about Not Doing Well”) '
Newsprint or flip chart
Markers
Masking tape

PROCESS:

Welcome al} participants and quickly relate basic information such as location of bathrooms,
agenda, packets, etc.

Tell participants that we want to get acquainted with each other and to get in touch with
being a student who may be having difficulties in school. Set tone of room by asking
participants to forget the current circumstances in their lives and to think back to their

days as a student. Ask them to picture in their mind their school - their elementary,

middle school, or high school. Ask them to remember the smells, the sounds, and the

colors of the surroundings. Allow for about a minute of quiet reflection.

Then ask all participants to recall some aspect of leamning and school work that they really
liked and that they were good at doing. Encourage thern to think about how they felt about
themselves as a result of doing something well. Then ask all participants to recall some
aspect of learning and school work that they did not do well. Encourage them to think about
how they felt about themselves as a result of pot doing something well. '
After giving about 2 minutes to think quietly, ask participants to find a partner (preferably
someone they do not know). Partners are to introduce themselves by name, and to share
recollections of feelings about school experiences.

Partners should also be prepared to introduce one another to the group and to share
one or more of the feelings recounted by each partner. (For groups of over 20 per-
sons, the leader may ask that partners share only feelings that are not already listed on
the charts.)

BEST COPY AVAILABLE
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Ask two participants to assist you in recording responses on the prepared charts.

6. Each pair introduces their partner to the large group and relates their partner’s recollections
while the two assistants record the comments. After all partners have had a chance to
comment, post charts on the wall for reference during the session.

“
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Activiry 1.B: Description

ACTIVITY B: WHO IS THE AT-RISK STUDENT?

OBJECTIVES: (1) To define “at-risk” for this session
(2) To become familiar with some cautions related to any definition

TIME: 15 minutes
EQUIPMENT: Overhead projector and screen’

MATERIALS: Transparency 1.B: 1 & 2
Handout 1,B: 1

PROCESS:
1. Facilitator Apresems content found in background information relative to a definition of at-

risk and who is at risk. Suggest there must be cautions with any definition and use
transparency I,B: 1 as a visual aid.

2. Discuss importance of negative educational outcomes to the overall future of the student.

3. Relate characteristics of the at-risk learner found in background information using
transparency 1,B:2 as a visual aid.

4. Ask participants to later complete Handout 1,B:1 with any staff associated with Extended

School Services in their school. Explain that those working with at-risk students should have
a common definition of at-risk as well as an understanding of the factors and characteristics
of those identified students.

BEST COPY AVAILABLE
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‘ Activity 1.B: Transparency 1

CAUTIONS FOR DEFINITIONS
OF AT-RISK

1. Risk is not static.

2. Standardized test scores alone
@ are not effective predictors of risk.

3. Children are not isolated entities,
but develop within an ecological
context.

Q k) .
B ) . .
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ActivitylB. Transparency 2

POSSIBLE FACTORS LEADING TO
NEGATIVE EDUCATIONAL OUTCOMES

Poverty

Lack of Family Support

@

Negative Peer Pressure
o
‘ | 14 16



Activiry 1 B: Handout 1

WHO IS AT RISK IN YOUR SCHOOL?

Briefly discuss the characteristics of your school in relation to location, size. eic.
State the definition of At-Risk for vour school.
State some particular cautions in using this definition at your school.

Briefly state some specific indicators of at-risk factors at your school under the major categories below:.

Poveriy:

Lack of Familv Suppor::

Negative Peer Pressure:

BEST COPY AVAILABLE
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Activity 1.C: Description

ACTIVITY C: EXPLORING THE FALLACIES

OBJECTIVES: (1) To become familiar with common fallacies about instruction with the at-
risk population ' :
(2)To relate these fallacies to individual students

TIME: 30 minutes
EQUIPMENT: None
MATERIALS: Newsprint and marker

Transparency 1,C: 1
Small Group Directions 1,C: 1-7

PROCESS:
1. Explain that we have explored some feelings associated with not doing something’well in
. school; we have looked more closely at the definition of at-risk. Now the attention is turned

to common fallacies about instruction for the at-risk student. '

2. Ask participants to state ways in which they feel the at-risk student learns best. List those
mentioned. Explain that the research has shown some to be common fallacies.

3. Display Transparency I,C:1 which lists common fallacies. Ask questions to extend
discussion such as, ‘“How have you seen this occur in your school?”

4. Explain we will examine each fallacy as it might relate to individual students considered at

risk. We will utilize the perspectives of several students who represent common
stereotypical views of at-risk students. Divide the large group into 7 small groups and assign
each group one Small Group Directions (1 - 7). Each set of directions is a description/script
of a student. Remember each description/script depicts one of the seven fallacies.

S. Ask each group to appoint a facilitator/recorder and get a volunteer who will play the part of

" this student in a panel discussion before the large group. The small group facilitator leads a

discussion of the hypothetical student. Together the group completes the paragraph/dialogue
that the “student” will read to the whole group while participating on the panel. The group
should help the “student” acquire gestures and body language that fit that student. Finally
each group should decide on one question they will ask the student after he/she reads his part
or dialogue. The question should relate to how the school’s view of him or her has affected
him or her. The facilitator/recorder should plan to ask the question during the panel
presentation. '

BEST COPY AVAILABLE
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After approximately 10 minutes of preparation, gather as a large group with panel members
at front of the room. Tell participants that the panel members cannot hear what you are
saying. Read the descriptions of each student to the “audience”. Begin to call on each panel
member. He or she should read the prepared dialogue. Facilitator should ask for the
questions from the audience. ,

After all questions are answered, add closure to the activity by summarizing fallacies and
some common stereotyping we do with individual at-risk students.

BEST COPY AVAILABLE
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Activity 1.C: Transparency 1 .

COMMON FALLACIES
ABOUT INSTRUCTION FOR
THE AT-RISK LEARNER

Fallacy 1

Students are deficient in their preparation for school and their
families have given them a bad start in life.

Fallacy 2

Sequencing and challenge in the curriculum should be broken

up into fixed sequences of discrete skills which are organized

from the simplest (the basics) to the more complex (higher-order
skills). Instruction should typically emphasize mastery of these skills.

. Fallacy 3
| The role of the teacher is to provide only direct instruction.
Eallacy 4
A uniform structure provides students clear behavioral expectations.
Fallacy §

Low-achieving students should be placed in homogeneous groups
for success.

Fallacy 6
Low-achieving students need easy work.
Fallacy 7
_ At-Risk students must always be given speciél consideration
‘ about their efforts.
| | . BEST COPY AVAILABLE
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Activity 1.C: Small Group Directions 1
Small Group Directions: Timid Tim - Fallacy #1

Directions: Appoint a facilitator/recorder. Get a volunieer to aci the part of your student on the panel preseniation.
The facilitator reads the description of your student. Together decide on some gestures and speech patterns to help
your volunteer act the part of your student. Complete the dialogue for your student with two or more sentences.
Decide on a question to ask your student during the panel presentation thai relates to how the student feels the school
views him. Decide on the student’s answer. '

Description of Stud

“Timid Tim” is an 8- year-old male who is in the last year of the primary program. He is very, very
quiet and does not cause any problems for his teachers. His performance assessments, however,
have been low. He has few friends and the bus driver reports he goes home to an empty house. He
lives with his mother who works at a factory.

Dial for Timid Ti

Uh...uh...uh...uh...my name is Tim. Uh...I'm in the primary program at my school. Uh...it’s ok... ]
guess I like it ok. My teacher says my reading and math are not too good. She wants my Mom to
help me, but... well... she works a lot. Gee, this is really hard to say...but...I'm not sure my Mom...1
don't think she can read so good. My grandmother says I would do better in school if I had
glasses...l don't know...I think I can see ok...............

BEST COPY AVAILABLE
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Activity 1.C: Small Group Directions 2

%

Small Group Directions: Hurrying Harry - Fallécy #2

Directions: Appoint a facilitatorirecorder. Get a volunteer to act the part of your student on the panel presentation.
The facilitator reads the description of your siudent. Together decide on some gestures and speech patterns to help
your volunteer act the part of your siudent. Complete 1he dialogue for your siudent with two or more sentences.
Decide on a question to ask your student during the panel presentation that relates 10 how the school views him as a
student. Decide on the student’s answer.

Description of Stud

“Hurrying Harry” is a 15 year old, quite good looking, very personable student who always moves
quickly at whatever he does. He is an athlete and is the star of the local high school in both basket-
ball and football. He is a very poor student and his eligibility for sports is always in question. He
knows all “‘the ropes” about school and charms most everyone.

Dialogue for Hurrving Harrv

Hi! Good to see you all here today and I'm very happy to be with you as well. 1always like talking .
with teachers. You guys - oops and dolls - oops ladies - do a good job. Ireally admire you...really.
Sometimes 1 do have to say you give a lot of boring stuff for kids to do. I mean...I really like -
moving on things quickly - everything quickly and sometimes - most of the time - that’s just not
possible in school. Maybe you could work on that a little bit. You know - speed things up a little.
Another thing. . .... .. '

Question for Your Student

3EST COPY AVAILABLE
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Activity 1,C: Small Group Directions 3
Small Group Directions: Creative Christina - Fallacy # 3 -

Directions: Appoint a facilitator/recorder. Get a volunteer 10 act the part of your student on the panel preseniation.
The facilitator reads the description of your student. Together decide on some gestures and speech patterns to help
your volunteer act the pari of your studeni. Complete the dialogue for your student with two or more sentences.
Decide on a question to ask your student during the panel presentation that relates 1o how the school views her
Decide on the student’s answer.

Description of Stud

“Creative Christina” is a very creative and sensitive 6th grade girl. She is very talented in all areas
of the arts. She sings beautifully and plays the piano although she has never had formal lessons.
Her drawings and other art work are outstanding and she won an award in the 3rd grade. Sheis a
terrible student in most all other areas and is approximately 2 grade levels behind her peers. She
must be told every step to take on all assignments because she can’t seem to remember what to do.
She will only work in class on her assignment when the teacher stands over her to monitor the
progress.

Dial for Creative Christi

Uh...hi. My name is Christina. I was told to come and talk to you - I think about how 1 like art..or
maybe it was music...] forget. Anyway, I am suppose to be here. Maybe it’s because I don’t do
good in school. My mother says I'm just like my father. He was - or is - real spacey. He’s not dead
or anything, but he's not around much. My mother says that I can’t handle too much freedom -
that’s why I never finish my work. My mother also says...

BEST COPY AVAILABLE
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Activity 1,C.: Small Group Directions 4

Small Group Directions: Aggressive Archie - Fallacy #4

Directions: Appoint a facilitator/recorder. Get a volunteer to act the part of your studenit on the panel preseniation.
The facilitator reads the description of your siudeni. Together decide on some gestures and speech paterns to help
your volunteer act the part of your student. Complete the dialogue for your student with two or more sentences.
Decide on a question 1o ask your student during the panel preseniation that relates 10 how the school views him.
Decide on the siudent's answer.

Description of Stud

"Aggressive Archie" is an 11 year old middle school boy who stays in trouble. He is very big for his
age group and is the school’s bully. He spends most of his days in the principal’s or counselor’s
office because of some kind of aggressive behavior. He has very poor skills in reading and math
and tests far below grade level in all areas. He says he will drop out of school as soon as he is 16
and most teachers hope that he does.

Dial for A ive Archi

Hey...like man...1 don’t know why I was asked to come and talk to teachers. Most of them... man...
they hate my guts. You know, I have always been in trouble with teachers... like even... man... like
even when I was little. Man... ] have always been in trouble with you all, or people like you. 1
mean, man... classrooms are like jails... you can’t ever say anything... unless you are one of the
smart guys. Man... I can’t believe that they asked me to talk to you... like I don’t like school. 1
mean... maybe if I was smart I would. Man... those smart kids never get into trouble. ManI'm
always in trouble because....

BEST COPY AVAILABLE
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Activity1.C: Small Group Directions 5
Small Group Directions: Tracked Tracey - Fallacy #5

Directions: Appoint a facilitaiorirecorder. Get a volunteer to act the part of your student on the panel presentation.
The facilitator reads the description of your student. Together decide on some gestures and speech patterns to help
your volunteer act the part of your student. Complete the dialogue for your student with two or more sentences.
Decide on a question 1o ask your swudent during the panel preseniation thai relates to how the school views her.
Decide on the student’ s answer.

Descrintion of Stud

“Tracked Tracey” is a 7 year old girl who is very immature physically, emotionally, and cognitively.
She is in the second grade and spends most of her time just playing. She has not really started to
read, although she has a few sight words. The teacher feels she might be happier in the primary
program classroom next door, but she doesn’t think she will ever catch up. She will be tested for a
special education placement very soon. '

Dialogue for Tracked Tracev

Un... un... my name is Tracey. Un... I'min the second grade, but I'm not really a good second
grader because I haven't learned to read yet. I'm in the “turtle” reading group. My teacher says we
will get there, but we just take longer... I'm not sure what that means. I guess it’s a way of saying
we are slow at things. My grandmother says “‘slow’ people don’t finish high school and she really
wants me to do that. I guess I had better hurry up and learn things... cause I want to make my
grandmother proud of me. She says...
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. Activity 1,C: Small Group Directions 6

Smali Group Directions: Cool Carl - Fallacy #6

Directions: Appoint a facilitatorirecorder. Get a volunteer to act the part of your student on the panel preseniation.
The facilitator reads the description of your student. Together decide on some gestures and speech patterns 1o help
your volunteer act the par1 of your student. Complete the dialogue for your student with two or more seniences.
Decide on a question 10 ask your student during the panel presentation thai relates to how the school views him.
Decide on the student’s answer.

Description of Stud

“Cool Carl” is a 15 year old male who is the leader of a rather disruptive group of middle school
students. He seems bright, but doesn’t seem to care about school or his grades. He tries to remain
aloof, acting very bored with all aspects of school. Fora while he was in a class for the learning
disabled, but later it was discovered his skill level was above eligibility. He is from a very poor,
single-mother home and often cuts school.

Dialogue for Cool Carl

Well, my name is Carl and I'm here to tell you guys school is boring. I have never liked school.

All my life teachers have said, “Carl, you can do better.” Then they give me some stupid drill or

ditto sheet to do. All those smart kids get to leave class for special projects and stuff like that. I'm
. so tired of learning the same old stuff year after year. The other day a teacher gave me some really

easy math work to do and she got all over my case cause I didn't finish it. I got the answers, but

anybody could have done that. 1never get to go to computer lab - cause I haven't finished by stupid

Questj
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Activity 1,C: Small Group Directions 7
Small Group Directions: Silly Sarah - Fallacy #7

Directions: Appoini a facilitatorirecorder. Get a volunieer lo act the part of your student on the panel presentation.
The facilitator reads the description of your studeni. Together decide on some gestures and speech patterns (o help
your volunteer act the part of your studeni. Complete the dialogue for your studeni with rwo or more seniences.
Decide on a question to ask your studen: during the panel presemation that relates to how the school views her.
Decide on the student’s answer.

Description of Stud

“Silly Sarah” is a 14 year old girl who is just beginning high school. Her father is a doctor and the
family has tended to spoil her. She gets most anything she wants and has never been required to
complete assignments or to do well in school. She has been known to pay someone to do her
projects in middle school and she constantly copies homework assignments. She is very friendly
and outgoing and has lots of friends. She really worries about her appearance more than her school
work.

Dialogue for Silly Sarah

Heeeeeeee (giggling) Hi! I'm Sarah. Heeeeeeeee... I'm absolutely thrilled to come and talk to you.
My father was very pleased that ] was asked to tell you my overall impression of school. Heeeeee,
Well, 1 think an education is yery important. I mean, just look at what it did for my Daddy. He is
very important. S000000, I know school is very important. I'm going to start working very hard
this year. Oh, heeeeeeee, one of my teachers said I didn’t have enough basic skills ... or some-
thing... to do stuff to get you ready for college. But, 1know I can... besides Daddy will help me if 1
don't understand something. He... '

Question for Your Student
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Activity 1.D: Description

ACTIVITY D: THE IMPACT OF THE FALLACIES

OBJECTIVES: (1) To study the impact of the common fallacies on the at-risk population as a

TIME:

whole
(2) To highlight the research associated with the fallacies

30 minutes

EQUIPMENT: None

MATERIALS: 7 pieces of newsprint placed on walls around room. Each one states one of

the common fallacies
Handout I.D:1

PROCESS:

- L

D

Explain that we have explored some common fallacies and views about instruction for
individual students considered at risk, Now we will relate these fallacies to the general
population of at-risks students.

Divide participants into 7 groups. Each group stands in front of one sheet of paper (with a
fallacy listed) and writes possible impacts of the fallacy on at-risk students. Allow
approximately 3 minutes. Each group then moves to the right and spends approximately 3
minutes reviewing what the previous group wrote and adding any additional impacts. Allow
approximately 2 minutes and repeat until all groups have had a chance at each sheet. Ask for
groups to move around room once again and explore all sheets.

Through large group discussion, relate what has been written by participants to

research presented on Handout 1,D:1.
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Activity 1.D: Handour |
Common Fallacies about Instruction for the
At-Risk Student

The fallacies lisied below summarize much of the research on :he common w:sdoms about children of
poverty. These highlight the common fallacies of the broader ai-risk population.

mm_mg (Knapp Tumbull and ShJelds. 1990) These assumpuons oftcn foster slereotypncal 1deas about the capa-
bilities of a child and detract from an accurate assessment of the child’s real problems and potential. Strengths of a
cultural background may be lost. The consequences of such fallacies often lead to low expectations, failure 10 exam-
ine what the school does to exacerbate problems, and possible misdiagnosis of learning problems .

uuMJdJmaﬂmnnhamas&n&LLb&mkﬂls(Kmpp Tumbull and Shiclds, 1990). Such assumptions

underestimate a student’s capabilities, postpone challenge, fail to provide context, and reinforce failure.

Eallacy #3, The role of the teacher is 1o provide only direct instruction (Knapp. Turnbull and Shields. 1990).
This implics such aspects as teacher-controlled situations. careful structuring of tasks., and whole-group formats. A

critique of such approaches suggests that students do not leam to think for themsclves and become dependent on the
teacher 10 monitor progress, to motivate, and to structure all aspects of learning.

Eallacy # 4. A uniform structure provides students clear behavioral expectations (Knapp. Tumbull and
Shiclds. 1990). While structure is needed. the overall theme of the classroom may become one of behavior manage-
ment. This tonc may inhibit the freedom needed to explore. to contribute, and to move beyond basic skill develop-
ment.

Fallacy # S, Low-achieving students should be placed in homogencous groups for success (Knapp. Turnbull
and Shields. 1990). The problem with this fallacy is that at-risk students often become pcrmanently scgregated into
tracks and they miss the exposure to the culture of the higher achieving students. Tracking affects learning. future
oricntations. peer relationships, and impressions of school environment (Vanfossen, Jones, & Spade. 1987).

Eallacy # 6, Low-achieving students need easv work. The problem with this fallacy is that students with
easy learning 1asks attribute success 10 the easiness and their self-esieem is not enhanced. Clifford (1990) suggests
that a modcrate probability of success, not easy tasks, is essential to intrinsic motivation. Learning for the at-risk
learncr should. therefore. stretch capabilities. Moderate academic risk taking should be encouraged wuhoul external
constraints such as surveillance, deadlines, threats, bribes and rewards.

Eallacy # 7, At-Risk students must always be given special consideration about their efforts. The problem

with this fallacy is that students see themselves as helpless and assume no responsibility for their failure or success
(Alderman. 1990). Only performance goals rather than learning goals are stressed.
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I1. SUCCESSFUL INSTRUCTION FOR
AT-RISK STUDENTS: BACKGROUND INFORMATION

Introduction

Having become aware of the definition of at-risk and some common fallacies about this
population, it is important to explore more closely the factors associated with successful instruc-
tional techniques that research has shown effective. Some of these are general in nature and relate to
the common fallacies. Others are more specific strategies. It is also important to note that generali-
zations of classroom practice must be made to Extended School Services. Most all the pertinent
research relates to the classroom or to compensatory programs such as Chapter One. Additionally,
the research is clear that parent involvement is crucial to the educational progress of the at-risk
learner and therefore this important aspect will be briefly explored. This section of the training
module will: (1) explore general measures to counteract the fallacies mentioned earlier; (2) examine
instructional techniques for the at-risk learner such as grouping, the use of technology, reading,
writing, and math teaching strategies, enhancing self-esteem, and “practical intelligences™; and (3)
discuss parent involvement.

Counteracting the Fallacies

Just recognizing the common fallacies about the at-risk learner is not enough. Steps must be
taken to overcome them. Individuals working with at-risk students who adhere to these common
misconceptions must strive to change their thinking. Although alternative strategies should not
completely abandon traditional practices, Knapp, Tumnbull and Shields (1990) assert that teachers
should:

* Respect the students’ cultural backgrounds

Encourage students to draw and build on the experiences they have while exposing
them to new opportunities

Explain the assumptions, expectations, and procedures - the culture - of the school
Focus on meaning and comprehension

Balance routine with novel and complex tasks

Provide a context for skill development

Influence attitudes and beliefs about academic content

Eliminate unnecessary redundancy

Teach explicitly undertying thinking processes along with skills

Encourage students to learn from each other

Gradually turn the responsibility for learning over to the learner

Develop classrooms which are action oriented and rooted in interesting and engaging
academic activities for all children

[ K SN K JEE R R R R S
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* Behavior expectations must be appropriate to the academic work at hand
* Use heterogeneous grouping through cooperative and team learning
* Integrate supplementary assistance whenever possible

Clifford (1990) further suggests that teachers should:

* Provide tasks which have a moderate chance of success - not guaranteed success
* Encourage risk taking on tasks
* Minimize external constraints such as rewards and threats

To summanize, counteracting fallacies of the at-risk student incorporates techniques usually
employed with “‘gifted” students. High quality educational opportunities for the at-risk learner
should recognize and strengthen the whole student and not concentrate on simple skill development
and rote learning.

Successful Instructional Techniques
G .

Much research has been done on ability grouping. French and Rothman (1990 pp.2) re-
viewed the literature and presented a summary of the findings. They concluded that the research
reveals little evidence that ability grouping improves academic achievement. There is, however,
overwhelming evidence that ability grouping retards academic progress of students in low- and
middle-ability grouping. In most cases, the slower pace of instruction and the lower skill levels so
often used in lower-ability classes hinder, rather than enhance, student motivation and achievement.

There are various alternatives to ability grouping and perhaps the one best researched is
cooperative learning. With this technique, small heterogeneous groups of students work together to
solve problems or organize material presented by the teacher and to transmit the group’s understand-
ing to each individual. The research has consistently found that these methods increase pupils’
achievement in a variety of subjects (Slavin, 1989). In one study, math pupils gained an average of
1.66 grade equivalents in 18 weeks while the control groups gained 0.61. In another study of lan-
guage arts, pupils gained 64% of a grade equivalent more than control pupils.

The implication to programs, such as Extended School Services, is that cooperative learning
groups should be utilized whenever possible. When students (of the same approximate age) partici-
pate in group projects, they should not be categorized according to abilities.

The Use of Technology

Hornbeck (1990), along with others, suggests that one of the best techniques for the at-risk
learner is the use of technology. He cautions, however, that technology should not be used just for
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drill and practice of basic skills. Computers should be viewed as a way of enabling the at-risk
student to think critically or analytically, to solve problems, and to draw inferences. The software
for such thinking processes must, therefore, be chosen carefully and made available to at-risk stu-
dents. It should be noted as well, that even though drill and practice have lost favor with many
educators, the research shows that this type of computer-assisted instruction increases student
achievement, reduces leamning time, establishes positive feelings toward both computers and school
work and is effective with at-risk students (Griswold, 1986).

Another reason for the use of computers is to give the student some contro} over their learn-
ing. The research shows a positive correlation between perceived locus of control and a variety of
cognitive behaviors associated with achievement (Swan et. al, 1990). Computer based instruction
has been shown to increase the student’s perceived locus of control of learning and to raise the
standardized test scores of educationally disadvantaged students in grades 3 throu'gh 12. The stu-
dents felt in charge of their own learning.

The implication to Extended School Services is that computer based instruction should be
utilized. Software should encompass some skill building and higher level thinking processes.

In a report of a major federal study of mathematics and literacy instruction in schools that
serve students at greatest risk for academic failure, some interesting preliminary findings were
reported (Knapp et. al, 1991). Specmc instructional strategies according to content areas were also
suggested.

Math, Two strategies have been identified for maximizing mathematical understanding and
reasoning: (1) emphasizing conceptual understanding and skill building and (2) expanding the array
of mathematical topics beyond arithmetic or computations. In short, math is integrated.

Reading, Although not as easily categorized, strategies for maximizing reading for under-
standing included: (1) many opportunities to read whole text, both orally and silently; (2) integra-
tion of reading and writing instruction; (3) focusing on comprehension and interpretation of what is
read through explicit teaching of strategies for comprehending text; (4) deemphasizing the teaching
of discrete skills in isolation of text; and (4) providing opportunities to discuss what is read and to
extend knowledge gained from reading.

Writing, For improvement in writing skills, teachers should adopt strategies similar to those
described for reading: (1) integrate writing with other content areas of the curriculum; (2) teach the

process of writing; and (3) construct a social context for writing that motivates students and encour-
ages communication with others.
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The implications to Extended School Services are clear. Integrate math along with skill
development in computation and utilize a holistic approach to reading and writing whenever pos-
sible.

Self-Esteem

Because low self-esteem is a common characteristic of students at risk for poor educational
outcomes, it should be dealt with overtly in programs. A four-year California study found that
students in a program designed specifically to enhance self-esteem resulted in fewer days of absen-
teeism per semester, better homework completion, higher participation in extracurricular activities,
and a higher percentage of graduation from high school than the control group (cited in Canfield).
A ten step model is proposed:

Help students assume an attitude of 100 percent responsibility for their behavior.

Focus on the positive; have students share achievements.

Encourage students to monitor self-talk - to replace negative thoughts with positive ones.
Use support groups in the classroom.

Help students broaden the awareness of their strengths and resources.

Encourage students to clarify their vision - their goals. '

Explore goals and objectives and write them down.

Use visualizations - see their objectives met.

Encourage action - do the doing.

Respond to feedback and persevere - show how we can learn from our mistakes.

e i A i o

_.
e

Practical Intelligence

Sternberg, Okagaki, and Jackson (1990) suggest that an often forgotten element in helping
students succeed in school is “practical-intelligence-for-school”” (PIFS). The authors suggest that
some students should be taught implicit expectations of teachers that some children (particularly
high achievers) already know. Practical intelligence for school curriculum encompasses three areas.
(1) Managing yourself - by understanding the various kinds of intelligences and learning styles as
they may relate to the student. (2) Managing tasks - by exploring methods for solving problems in
general and specific school problems. (3) Cooperating with others - by studying communication
techniques and exploring methods of fitting into the school and understanding peer networks and
relationships. ' '

The implications for extended school services is to incorporate practical intelligence con-
cepts into the programs serving at-risk students..
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Importance of Parent Involvement

Many studies have shown that parent involvement is the key to helping students improve

their academic performance (McCormick, 1989). One major research project by John Hopkins
University (cited in McCormick) found that regardless of social class, students have a better chance
of success if teachers work with parents so that they are involved in their children’s schoolwork.
Studies also indicate that parents from at-risk families must often be shown very specifically how to
help their children. They are interested, but generally have inferior education themselves and lower
prestige jobs which make them dependent upon teachers to show them what is best for their children
academically (Lareau, 1987).

The National Association of State Boards of Education (NASBE, 1988) suggests forming

partnerships with parents. Schools should:

* Involve parents in decisionmaking regarding the curriculum, evaluation and policies
of programs;

* Assure opportunities and access for parents to observe and volunteer in their child’s

program;

Provide inservice training on parent involvement and family support;

Provide time for teachers to plan and conduct parent conferences and home visits;.

Provide parents with materials and incentives to work with their children at home;

Encourage local businesses to provide release time for parents to volunteer in school

and to participate in conferences;

* X N ¥

‘ In short, programs serving at-risk students must involve the parents.

However, actually getting parents involved is often another matter. Galen (1991) suggests

eight steps which can be taken to help parem involvemnent in the classroom. These are also appli-
cable to Extended School Services.

1.
2.

Determine the needs of the program which can involve parents (extra hands, materials, etc.)
Establish a committee of students, tutors, and parents to further establish guidelines for
meeting those needs with parents.

Set specific-goals for involvement by the parents (one visit to the program by every parent,
etc.)

Train parents who are willing to work in Extended School Services.

Develop specific measures to spread the word about becoming involved with Extended

School Services.
Brainstorm for possible solutions for those parents who cannot or are not willing to come to

the program.

BEST COPY AVAILABLE

33 35



7. Establish ways to reinforce parents who do come and show an interest in the program.
. 8.  Continually evaluate the effectiveness of outreach efforts for parent involvement.

In a study of Chapter I in the Houston Independent School District, parents were inter-
viewed about the extent of their involvement in extended-day services (Nechworth, Cisneros, &
Sanchez, 1990). The type of questions asked reveal possible measures for assisting in parent in-

volvement.
1. Do all parents know the purpose of the program and why their child attends?
2. Have all parents been informed about progress, problems, etc. with their child?
3. Hasevery parent been invited to visit the program or to volunteer?
4.  Has every parent been given the opportunity to receive information on how to help their

child at home?
5. How does each parent feel about Extended School Services?
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1. Successful Instruction: Overview

OBJECTIVES:

TOTAL TIME:

ACTIVITIES:

EQUIPMENT:

MATERIALS:

OVERVIEW

(1) To explore methods for overcoming the fallacies identified earlier
(2) To study specific instructional techniques for the at-risk learner
(3) To explore methods to enhance parent involvement

2 hours and 45 minutes

A. Counteracting the Fallacies
B. Successful Instructional Techniques
C. Importance of Parent Involvement

Overhead projector and screen

Flip chart or newsprint

Markers

Handouts as indicated
Transparencies as indicated
Readings as indicated

Small group instructions as indicated

NOTE: Itis strongly recommended that homogenous grouping by elementary, middle, and high

school be utilized with "Successful Instructional Techniques” and “"Importance of Parent Involve-
ment”. Each group then completes the assignments based on their particular circumstances.

°
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Acivity 11 A: Descriprion

ACTIVITY A: COUNTERACT]NG THE FALLACIES

OBJECTIVE: To become familiar with general methods of counteracting the common

TIME:

fallacies about instruction with the at-risk population

30 minutes

EQUIPMENT: Overhead projector and screen

MATE

RIALS: Handout I1,A: 1
Transparency I1,A:1
Readings #1,2 & 3

PROCESS:

1.

Explain that we have explored common feelings of the at-risk learner and some of the
fallacies associated with the at-risk student. Before our attention can be turned to specific
instructional strategies, we must first explore broad ways to counteract the common fallacies.
Using Transparency ILLA: 1, briefly introduce information contained in Handout I1,A:1
which broadly helps to counteract the fallacies. Ask the participants to break into groups of
three. Ask each group to: (a) appoint a facilitator/recorder; (b) together review and complete
Handout I1LA:1. Groups are to discuss the list on Handout I1,A:1 and decide on five
attitudes, beliefs, or techniques which they consider most important in their school situations
and write the five on Handout 11,A:1. Allow approximately 15 minutes.

Instruct the small groups to now explore their list of five and decide on one to develop
further by stating at least two ways in which they will actually incorporate this attitude,
belief, or technique into an extended school services program. For example, a very specific
way to incorporate “respect for students’ culture” might be to display aspects of that culture
in the room or to experiment with cooking that is part of a heritage or culture.

For closure, ask each group to share their work with the whole group. Copies of each groups
work should be made available to all participants if possible.

Explain that the purpose of this activity was to encourage participants to acquire general
attitudes which will overcome fallacies about at-risk students and to relate these attitudes to
specific practices in their programs.

For more additional information, suggest that participants study Reading # 1. Explain that
generalization from the articles can be made to Extended School Services.
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‘ Activity 1] A: Handout ] ‘
Counteracting the Fallacies

Just recognizing the common fallacies about the at-risk learner is not enough. Steps must be
taken to overcome them. Individuals working with at-risk students who adhere to these common
misconceptions must strive to change their thinking. Although alternative strategies should not
completely abandon traditional practices, Knapp, Turnbull and Shields (1990) assert that teachers
should:

Respect the students’ cultural backgrounds

Encourage students to draw and build on the experiences they have while exposing them to
new opportunities

Explain the assumptions, expectations, and procedures - the culture - of the school

Focus on meaning and comprehension

Balance routine with novel and complex tasks

Provide a context for skill development

Influence attitudes and beliefs about academic content

Eliminate unnecessary redundancy

Teach explicitly underlying thinking processes along with skills

Encourage students to learn from each other

Gradually turn the responsibility for learning over to the learner

Develop classrooms which are action oriented and rooted in interesting and engaging

. academic activities for all children

Behavior expectations must be appropnate to the academic work at hand

Use heterogeneous grouping through cooperative and team learning

Integrate supplementary assistance whenever possible

L B I I S R B R

*  *

Clifford (1990) further suggests that teachers should:

Provide tasks which have a moderate chance of success - not guaranteed success
Encourage risk taking on tasks
Minimize external constraints such as rewards and threats

To summarize, the research suggests techniques usually employed with “gifted” students.

Truly high quality educational opportunities for the at- risk learner should recognize and strengthen
the whole student and not concentrate on simple skill development and rote learning.

Clifford, M.M. (1990). Studenis need challenge, not easy success. Educational Leadership, 48(1), 22-26.

Knapp, M.S., Turnbull. BJ. & Shields, P.M. (1990). New Direciions for Educating the children of poverty. Educa-
ional Leadership, 48(1). 4-8.
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' Activity 11 A: Handout I (continued)
Counteracting the Fallacies

Directions: (1) Appoint a facilitatorirecorder. (2) Using the list on Handout 11,A:1, decide on
Sive attitudes, beliefs, or techniques your group feels are the most important in overcoming the
Jallacies associated with the at-risk learner. (3) Take one of the five listed and develop further .
by describing two strategies to actually incorporate this attitude, belief, or technique into Ex-
tended School Services.

(1) Facilitator

(2) Your group’s five most important attitudes, beliefs or techniques are:

(3) Name two ways in which you will incorporate one of the five attitudes, beliefs or techniques
into Extended School Services.
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. Activity 11.A: Transparency 1

¥R ¥ X X X X X

Counteracting the Fallacies

Respect the students’ cultural backgrounds

Encourage students to draw and build on the experiences they have
while exposing them to new opportunities

Explain the assumptions, expectations, and procedures - the culture
- of the school

Focus on meaning and comprehension

Balance routine with novel and complex tasks

Provide a context for skill development

Influence attitudes and beliefs about academic content

Eliminate unnecessary redundancy

Teach explicitly underlying thinking processes along with skills
Encourage students to learn from each other

Gradually turn the responsibility for learning over to the learner
The classroom should be action oriented and rooted in interesting
and engaging academic activities for all children

Behavior expectations must be appropriate to the academic work at
hand )

Use heterogeneous grouping through cooperative and team
learning _

Integrate supplementary assistance whenever possible

Provide tasks which have a moderate chance of success - not
guaranteed success |

Encourage risk taking on tasks

Minimize external constraints such as rewards and threats

Adapted from Knapp, Turnbull, & Shiélds, (1990),; and Clifford (1990).
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6 Activity 11 B: Description

ACTIVITY B: SUCCESSFUL INSTRUCTIONAL TECHNIQUES

OBJECTIVES: (1) To become familiar with instructional techniques research which has been
found to be effective with the at-risk learner
(2) To relate these strategies to Extended School Services

TIME: 1 hour
EQUIPMENT: None
MATERIALS: Small Group Directions 11,C: 1-7

Readings #2, 3, & 4
Transparency 11,B:1

PROCESS:
. 1. Explain that we have explored general strategies to counteract the fallacies associated with
the at-risk learner. Now we must explore specific instructional techniques to use with the
student.

2 Present the content found in background information on factors associated with successful
instruction for the at-risk learer using Transparency II,B:1 as a visual aid. Stress that much
of the research pertains to the regular classroom and generalizations must be made to
programs such as Extended School Services. ' '

3. If participants represent only one age category of school (elementary, middle, or high
school), ask the participants to break into groups of four or five. Assign each group gne
complete set of small group directions. Each of the seven directions highlights one specific
instructional technique. For presentations where participants represent elementary, middle
and high school, large homogenous groups should be formed according to those categories.
Then, if necessary, break into groups of four or five and assign each of the groups ong

1 group directi Remind the groups to appoint a facilitator/recorder
who will later report the group's work. Explain that some groups may want to refer to
specific readings as mentioned in the directions for the small group. State again that most of
the research on strategies for the at-risk learner has been done in the regular classroom so
generalization must be made to Extended School Services.

4. If time permits, review each group's findings as a large group.
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Activity 11 B Smalli Group Directions 1

Small Group Directions: Grouping

Directions. Appoint a facilitaior/recorder and a reader. The reader should read the informatibn provided below. The
Jacilitator should lead a discussion focused on the implications 10 Extended School Services.

Research

Much research has bcen done on ability grouping. French and Rothman (1990 pp.2) reviewed the literature
and presented a summary of the findings. They concluded that the research reveals little evidence that ability group-
ing improves academic achicvement. There is, however, overwhelming evidence that ability grouping retards aca-
demic progress of students in low- and middle-ability grouping. In most cases, the slower pace of instruction and the
lower skill levels so ofien used in lower-ability classes hinder, rather than enhance, student motivation and achieve-
ment.

There arc various alternatives to ability grouping and perhaps the one best rescarched is cooperative leamning.
With this technique. small hetcrogeneous groups of students work together to solve problems or organize material
presented by the teacher and to transmit the group's understanding to each individual. The research has consistently
found that these mcthods increase pupils® achievement in a variety of subjects (Slavin, 1989). In one study. math
pupils gaincd an average of 1.66 grade cquivalents in 18 weeks while the control groups gained 0.61. In another study
of language arts, pupils gaincd 64% of a grade equivalent more than control pupils. :
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Activity 11.B: Small Group Directions 2
Small Group Directions: The Use of Technology

Directions: Appoint a facilitatorirecorder and a reader. The reader should read the information provided below. The
Sacilitator should lead a discussion focused on the implications to Extended School Services. -

Research

Hornbeck (1990), along with others, suggests that one of the best techniques for the at-risk leamer is the usc
of technology. He cautions, however, that technology should not be used just for drill and practice of basic skills.
Computers should be viewed as a way of enabling the at-risk student to think critically or analytically, io solve
problcms, and 1o draw infcrences. The software for such thinking processes must, therefore, be chosen carefully and
madc available to al-risk students. It should be noted as well, that even though drill and practice have lost favor with
many educators, the rescarch shows that this type of computer-assisted instruction increases student achievement,
reduccs learning time, establishes positive feclings toward both computers and school work and is effective with at-
risk students (Griswold, 1986).

Anothcr rcason for the usc of computers is to give the studcnts some control over their learning. The rescarch
shows a positive corrclation between perceived locus of control and a variety of cognitive behaviors associated with
achicvement (Swan ct. al, 1990). Computcr bascd instruction has been shown 10 increase the student’s perceived locus
of control of lcaming and to raise the standardized test scores of educationally disadvantaged students grades 3
through 12. The students felt in charge of their own learning.
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Activity 11 B: Small Group Direciions 3
Small Group Directions: Math Strategies

Directions: Appoint a facilitatorirecorder and a reader. The reader should read ihe information provided below. The
Sacilitator should lead a discussion focused on the implications to Extended School Services.

Research

In a report of a major federal study of mathematics and literacy instruction in schools that serve students at
greatest risk for academic failure, some interesting preliminary findings have becn reporied (Knapp et. al, 1991). (See
Rcading #2)

Math, Two strategies have been identified for maximizing mathematical understanding and rcasonihg: (1)

emphasizing conceptual understanding and skill building and (2) expanding the array of mathcmatical topics beyond
arithmetic or computations. In short. math is integrated.

Lmplicati Extended School Servi
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Activiry 11 B: Small Group Directions 4
Small Group Directions: Reading Strategies

Directions: Appoint a facilitatorirecorder and a reader. The reader should read the information provided below. The
facilitator should lead a discussion focused on the implications 1o Exiended School Services.

Research

In a repon of a major fedcral study of mathcmatics and literacy instruction in schools that scrve students at
greatest risk for academic failure. some interesting preliminary findings have been rcporied (Knapp et. al, 1991). (Sec
Reading #2)

Reading. Although not as easily categorized. stratcgies for maximizing reading for understanding included:
(1) many opportunities 10 read whole text. both orally and silenily. (2) integration of reading and writing instruction,
(3) focusing on comprchension and interpretation of what is read through explicit tcaching of stratcgics for compre-

hending text. (4) deemphasizing the teaching of discrete skills in isolation of text. and (4) providing opportunities 10
discuss what is read and to extend knowledge gaincd from reading.
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Activity 11 B: Small Group Directions 5
Small Group Directions: Writing Strategies

Directions: Appoint a facilitatorirecorder and a reader. The reader should read the information provided below-.
The facilitator should lead a discussion focused on the implications 1o Exiended School Services.

Research

In a repon of a major federal study of mathcmatics and literacy instruction in schools that scrve students at
greatest risk for academic failure. some interesting preliminary findings have been reportcd (Knapp et. al, 1991). (See
Reading #2)

Writing, Strategics 10 maximize mcaningful written communication coincide with those utilized for reading
instruction. They arc: (1) integrating writing with other areas of the curriculum. (2) emphasizing meaningful commu-
nication as the goal of writing and simultancously deemphasizing languagc-mechanics skills and correctness. (3)
tcaching the process of writing. and (4) constructing a social context for writing that motivates studcnts and encour-
ages communications with others.
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Activity Il B: Small Group Directions 6
Small Group Directions: Self-Esteem

Directions: Appoint a facilitatorirecorder and a reader. The reader should read the information provided below. The
facilitator should lead a discussion focused on the implications 10 Extended School Services.

Research

Because Jow self-esteem is a common characteristic of students at risk for poor educational outcomes. it
should be dealt with overtly in programs. A four-year California study found that students in a program designed
specifically to cnhance self-estcem resulted in fewer days of absenteeism per semester. better homework completion.
higher panticipation in extracurricular activities, and a higher percentage of graduation from high school than the
control group (cited in Canfield). (See Reading #3) A ten step model is proposed:

Help swdents assume an attitude of 100 percent responsibility for their behavior.

Focus on the positive; have students share achievements.

Encourage studcnts to monitor self-talk - to replace negative thoughts with positive ones.
Use support groups in the classroom.

Hclp students broaden the awareness of their strengths and resources.

Encourage students to clarify their vision - their goals.

Explore goals and objectives and write them down.

Use visualizations - see their objectives mct.

Encourage action - do the doing.

0. Respond to fecdback and persevere - show how we can leam from our mistakes.

=OO NN AW -
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Activity I1.B: Small Group Directions 7
Small Group Directions: Practical Intelligence

Directions: Appoint a facilitatorirecorder and a reader. The reader should read the information provided below. The
Jacilitator should lead a discussion focused on the implications 10 Extended School Services.

Research

Stemberg. Okagaki. and Jackson (1990) suggest that an often forgotten element in helping students succeed
in school is “practical-intelligence-for-school™ (PIFS). The authors suggest that some students should be taught
implicit expectations of teachers that some children (particularly high achievers) already know. Practical intelligence
for school curriculum encompasses three areas. (1) Managing yourself - by understanding the various kinds of
intclligences and learning styles as they may relate to the student. (2) Managing tasks - by exploring methods for
solving problemns in general and specific school problems. (3) Cooperating with others - by studying communication
techniques and exploring methods of fitting into the school and understanding peer networks and rclationships. (Sce
Rcading #4) '
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Activity 1 B: Transparency |

INSTRUCTIONAL STRATEGIES

Appropriate Grouping
Use of Technology
Math Strategies
Reading Strategies
Writing Strategies
Enhance Self-Esteem

Incorporate Practical Intelligences
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Acuvity 11.C: Description

ACTIVITY C: IMPORTANCE OF PARENT INVOLVEMENT

OBJECTIVES: (1) To become familiar with methods for facilitating parent involvement with

TIME:

the at-risk learner.

45 minutes

EQUIPMENT: Overhead projector and screen

MATERIALS: Transparency 11.C: 1.2. & 3

Handout I1.C: 1
Flip Chart and marker

PROCESS:

1.

8)

Explain that we have explored general strate gies to counteract the fallacies associated with
the at-risk learner and we have explored specific instructional techniques to use with the
student.

Review in detail the section from the “Background Information™ which relates to the
importance of parent involvement for the at-risk leamer. Use Transparencies II, C:1..2. and
3 as visual aids.

Explain that parent involyement can be very difficult to get started. Ask participants to think
about what was presented in the review of the “Background Information™ and to consider
barriers to parent involvement in their schools.

For presentations where participants represent elementary. middle and high school, large
homogenous groups should be formed according to those categories. Then break into groups
of three or four. For groups representing only one category of school, break into groups of
three or four from the general large group. Remind the groups to appoint a facilitator/
recorder who will later report the group's findings to the large group. Ask each group to
complete Handout I1.C: 1 which will help identify bariers to parent involvement and
possible solutions. Allow approximately 15 minutes for small group work.

As a large group, review each group’s findings. Copies of each group's work should be
made available to all groups if possible. Ask for a volunteer to record solutions on flip chart
as well.

Add closure by again stressing that the research indicates that effective programs for at-risk
students must have parent involvement and thzt the solutions to common bamriers should

be tried in their schools.
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Activay I1.C: Handour ]

PARENT INVOLVEMENT STRATEGIES

Directions: Appoini a facilitatorirecorder and a reader. The reader should read out loud the information below which
summarizes ideas on parent involvement (NASBE. 1988 Galen. 1991). The facilitator should then lead a discussion
and lisi five barriers 10 the parent involvemen: siraiegies using the anached chart. Afier listing the five barriers the
Jaciliwator should lead a discussion on possible solutions 1o overcoming each barrier.

Involve parents in decisionmaking regarding the curriculum, evaluation and policies of
programs. '

Assure opportunities and access for parents to observe and volunteer in their child’s
program.

Provide inservice training on parcm involvemnent and family support.

Provide time for teachers to plan and conduct parent conferences and home visits.
Provide parents with materials and incentives to work with their children at home.
Encourage local businesses to provide release time for parents to volunteer in school and to
participate in conferences.

Determine the needs of the program which can involve parents (extra hands, materials. etc.)
Establish a committee of students, tutors, and parents to further establish guidelines
for meeting those needs with parents.

Set specific goals for involvement by the parents (one visit to the program by every
parent, ewc.)

Train parents who are willing to work in Extended School Services.

Develop specific measures to spread the word about becoming involved with
Extended School Services.

Brainstorm for possible solutions for thase parents who cannot or will not come to

the program.

Establish ways to reinforce parents who do come and show an interest in the program.
Continually evaluate the effectiveness of outreach efforts for parent involvement.
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Activity 11.C; Ilandou} ] (continued)

BARRIERS TO PARENT INVOLVEMENT AND
POSSIBLE SOLUTIONS '

Barriers Solutions
1.
2.
3.
4.
s.
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Activity I1.C: Transparency 1

The National Association of State Boards of Education (NASBE, 1988) suggests forming -
partnerships with parents.

SCHOOLS SHOULD

*  Involve parents in decision making regarding the
curriculum, evaluation and policies of programs.

*  Assure opportunities and access for parents to
observe and volunteer in their child’s program.

*  Provide inservice training on parent involvement
and family support.

*  Provide time for teachers to plan and conduct
parent conferences and home visits. |

*  Provide parents with materials and incentives 1o
work with their children at home.

*  Encourage local businesses to provide release time
for parents to volunteer in school and to participate
in conferences.

o | 54
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Activity 11.C: Transparency 2

Galen (1991]) suggests cight sicps which can be taken 10 help parent involvement in the classroom. Thesc arc also
applicable to Extended School Services.

STEPS TO

ASSIST PARENT INVOLVEMENT

19

Determine the needs of the program which can involve parents

(extra hands. matenals, etc.)

Establish a committee of students, tutors, and parents to further
establish guidelines for meeting those needs with parents.

Set specific goals for involvement by the parents (one visit
to the program by every parent. etc.)

Train parents who are willing to work in Extended School
Services.

Develop specific measures to spread the word about
becoming involved with Extended School Services.

Brainstorm for possible solutions for those parents who
cannot or will not come to the program.

Establish ways to reinforce parents who do come and
show an interest in the program.

Continually evaluate the effectiveness of outreach efforts
for parent involvement.
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Activity 1. C: Transparency 3

In a study of Chapter 1 in the Houston Independent School District, parents were inter-
viewed about the extent of their involvement in extended-day services (Nechworth, Cisneros, &
Sanchez, 1990). The types of questions asked reveal possible measures for assisting in parent
involvement. ‘

QUESTIONS TO ASK YOURSELF

1. Do all parents know the purpose of the
program and why their child attends?

o

Have all parents been informed about
progress, problems, etc., with their child?

3. Has every parent been invited to visit the
program or to volunteer?

4. Has every parent been given the opportunity
to receive information on how to help their
child at home?

5. How does eéch parent feel about Extended
School Services?

.._ " “
"/
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1I1. PROGRAMMATIC SUGGESTIONS:
BACKGROUND INFORMATION

Introduction

Having acquired an awareness of what is meant by at-risk and some common fallacies
associated with the term, and having explored various instructional techniques associated with
successful programs serving the at-risk student. attention must be turned to application of the knowl-
edge. This section of the training module presents: (1) overall characteristics of successful programs
of at-risk students and (2) methodologies to implement successful programs in participants’ schools.

G Lt istics of § ful P )

Reviews of research by the U.S. Department of Education (Stringfield, Billig. & Davis.
1991) conclude that successful compensatory programs have the following characteristics:

* Clear goals and objectives which have high expectauons for student learning
and behavior
Coordination with regular school programs
Parent and community involvement
Appropriate instructional materials. methods. and approaches
Close monitoring of student progress along with regular feedback
Recognition and rewards for excellence
Use of evaluation results for program improvement.

To implement high quality programs for at-risk students requires a commitment that goes beyond

. specific teaching strategies. It truly encompasses not only the time with the student. but also general

administrative issues as well
Mctho aj Implem

A publication by the National School Board Association (McCormick, 1989) highlights
specific suggestions for program implementation in individual school districts.

. Establish a policy that commits the schools to helping all children learn.

* Examine the needs of the community for supporting students, such as child care,
health services, etc. ‘

* Develop a demographic profile of the school system to determine who and how many
might be at-risk.

. Develop a definition of at-risk that is pertinent for each school populanon Include

characteristics such as absenteeism, chemical dependency, poor grades, low test
scores, limited extracurricular participation, lack of identification with school,

58
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disruptive behavior, boredom with school, rebellious attitudes, verbal and'language
deficiencies, learning disabilities, pregnancy, poverty, and family mobility.

Track identified students in terms of progress and use of the program.

Constantly evaluate the implementation strategies of the program.

Encourage flexibility in helping students at risk. '

Involve parents in the children’s schooling.

Work with local businesses and social service agencies for suppon

The report further states that when developing programs for at-risk youth. schools should keep in
mind the elements indicated by research to be most effective:

R o o oE X oE oE RN

Small class size and tutoring (and small groups while tutoring)

Appropriate instructional style (as described earlier)

Counseling programs (which work on self-esteern and behavior management)
Alternative programs and settings |

Employment skills training

Parent involvernent

Specially trained and empowered staff

Flexible scheduling

Help from the community

Special services such as health clinics, job placement services, etc.

Again. successful implementaticn requires a holistic approach to serving the at-risk learner.
Although the above information relates to both the classroom and to tutoring programs. it is appli-
cable to Extended School Services.
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Implemeniation Activities: Overview

OVERVIEW

OBJECTIVES: (1) To highlight research on general program characteristics that assist in high
quality programs for at-risk students
(2) To bring closure to workshop
(3) To give participants the opportunity to evaluate the training

TOTAL TIME: 1 contact hour

ACTIVITIES: A. General Program Characteristics
B. Closure
C. Evaluation

EQUIPMENT: Overhead projector and screen

MATERIALS: Background information
Newsprint
Markers
Masking tape
Transparencies ax indicated
Handouts as indivated
Evaluations as indicated
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Activity HI A: Description

ACTIVITY A: GENERAL PROGRAM CHARACTERISTICS

OBJECTIVE: (1) To become familiar with the research on general program characteristics
of quality programs for at-risk students
(2) To explore methods for implementing successful programs in specific
school districts

TIME: 30 minutes
EQUIPMENT: Overhead projector and screen

MATERIALS: Background information
Transparencies I1LA: 1,2, & 3
Handout I11.A: 1 '
Flip chart or newsprint

PROCESS:

1. Explain that we have explored specific instructional techniques supported by research for the
at-risk student. Now we will turn our attention to general program characteristics that
research indicates are indicators of quality programs. Stress that some of the research has
been done in the regular classroom. but can be generalized to Extended School Services. A
few of the characteristics may be applicable only to the classroom.

Using Transparencies I11LA: 1. 2, & 3 as visual aids. present the content from the background

information.

3. Ask the panticipants to break into groups of three or four. Remind the groups to appoint a
facilitator/recordar who will later report the group’s findings to the large group. Ask each
group to complete Handout 11LA: 1. Allow approximately 15 minutes for small group work.

4. Asalarge group. review each group's findings and on the flip chart list the steps to
implement.

9
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Activity 1A Transparency 1

GENERAL CHARACTERISTICS OF
SUCCESSFUL PROGRAMS

*  Clear goals and objectives which have h'igh |
expectations for student learning and behavior

*  Coordination with regular school programs
*  Parent and community involvement

*  Appropriate instructional materials,
methods. and approaches

*  Close monitoring of student progress
along with regular feedback

*  Recognition and rewards for excellence

*  Use of evaluation results for program
improvement

3EST FOPY AVAILABLE
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Activity Il A: Transparency 2

METHODOLOGIES FOR
IMPLEMENTATION OF SUCCESSFUL
PROGRAMS

* Establish a policy that commits the schools to helping
all children leam.

* Examine the needs of the community for supporting students,
such as child care, health services, etc.

* Develop a demographic profile of the school system to determine
who and how many might be at-risk.

* Develop a definition of at-risk that is pertinent for each school
population. Include characteristics such as absenteeism, chemical
dependency. poor grades, low test scores, limited extracurricular
participation. lack of identification with school, disruptive
behavior. boredom with school, rebellious attitudes, verbal and
language deficiencies, léaming disabilities, pregnancy, poverty. and
family mobility.

* Track identified students in terms of progress and use of the
program.
* Constantly evaluate the implementation strategies of the program.
* . Encourage flexibility in helping students at-risk.
* Involve parents in the children’s schooling.
* Work with local businesses and social service agencies for support.
‘ BEST COPY AVAILABLE
®- 63

61



Activity Il A: Transparency 3

METHODOLOGIES FOR
IMPLEMENTATION - WITH PROGRAMS
FOR YOUTH

*  Small class size and tutoring (and small
groups while tutoring)

*  Appropriate instructional style (as described
earlier)

*  Counseling programs (which work on self-esteem
and behavior management)

*  Allternative programs and settings

*  Employment skills training

*  Parent involvement

*  Specially trained and empowered staff
*  Flexible scheduling

*  Help from the community

*  Special services such as health clinics,
job placement services, etc.
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Activiry 111 A Handout ]

METHODS TO ASSIST IMPLEMENTATION OF SUCCESSFUL
PROGRAMS FOR AT-RISK STUDENTS

Directions: Appoint a facilitatorirecorder. Together decide on two methods from the list below (adapted from
McCormick, 1989; and Stringfiled, Billig, & Davis, 1991) tha: each member of the group will try at his or her
school. State very specific steps to initiate the two methods.

Methods
* Coordination with regular school program
* Close monitoring of student progress along with regular feedback
* Recognition and rewards for excellence
*

Develop a demographic profile of the school system to determine who and
how many might be at-risk '

* Develop a definition of at-risk that is pertinent for each school population.
Include characteristics such as absenteeism, chemical dependency, poor grades,
low test scores, limited extracurricular participation, lack of identification with
school. disruptive behavior, boredom with school, rebellious attitudes, verbal
and language deficiencies. learning disabilities, pregnancy, poverty, and family
mobility

Track identified students in terms of progress and use of the program

Work with local businesses and social service agencies for support

Counseling programs (which work on self-esteem and behavior management)
Employment skills training (applicable only to youth)

Specially trained and empowered staff

® % B » »
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Acuvuy 111 B: Description

ACTIVITY B: CLOSURE

OBJECTIVES: (1) To highlight topics covered in the training
(2) To encourage implementation of knowledge

TIME: 15 minutes
EQUIPMENT: None

MATERIALS: Seven pieces of newsprint taped around room headed with one each of
the following: ' '
One caution for a definition of at-risk
One characteristic of an at-risk student
One fallacy concerning at-risk students
One belief. attitude, technique to overcome fallacies
Descriptive words about successful instruction technigues
.One method of parent involvement
One general characteristic of successful programs

PROCESS:

1. Ask participants to stand and strewch and to look around room at headings on newsprint.
Explain that these headings summarize the workshop. Ask participants to choose three of the
headings and write one thing they have learned under the appropriate heading. Stréss one or
two descriptive words are appropriate. Allow approximately 10 minutes.

Ask for volunteers to read each of the topics to summarize.

3. Relate your enjoyment of the training and vour individualized closure.

tJ
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Activity 111.C. Descriprion

ACTIVITY C: EVALUATION

OBJECTIVE: To allow participants the opportunity to evaluate the training
TIME: 15 minutes
EQUIPMENT: None

MATERIALS: Evaluation form

PROCESS:
1. Ask participants to complete the evaluation form and place in a designated spot as they
leave.
__.) BEST COPY AVAILABLE
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. Activity Il .C: Evaluation Form

EVALUATION

Title of Workshop:

Date of Workshop:

Presenter(s):

1. Please rate the trainer(s) according to his’her performance on the following scale. (circle number)

a. Content relevance

Not relevant Very rclevant
1 5
b. Effccuveness of presenter

[ ]
(¥}
H

Not ven effective Ven effcctive
) 5

tJ
‘»
H

2. Please indicate your personal reactions to the workshop.

The workshop lived up to my expectatons.

I would recomnend this workshop to others.

Tanudipate this workshop widl assist me on my Job,

3. Please make general comments about the workshop.

What dud vou like best about the workshop?

What did you like least about the workshop?

-, - Other comments

68
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MICHAEL S. KNAPP, BRENDA ). TURNBULL, AND PATRICK M. SHIELDS

Reading 1

New Directions for Educating
the Children of Poverty

Disadvantaged children are capable of much more
than we typically require of them. If they are to
fulfill their potential, we must adopt practices that
reflect this higher expectation.

ore than one in five school
M children in the United States
come  from  families  in

povery ! For educators, policymakers.
rescarchens. and the pubhic. improving
these children s schooling s an in.
creasingly urgent concern. Despite ex-
tra resources from the federal govern.
ment and despite recent educational
reforma, the children of poveny expe-
nence failure disproportionately in
1 thair carly school years, and they oficn
lcave school illcquipped for aduls life
The predicament of these disadvan.
taped children is not aew. Owver the
st few devades, seholars and praaii
tionen have invesicd considerable en-
ery in the scarch for effective ways of
wducating such children at the elemen.
Liry seheol lewvel From their effons, a set
of principles and  proscriptions has
evolwd into the conventional wisdom
ahaun educating the chikinen of poverty.
N omenimply. the conventional wis-
thm fvuses on the deficin of disadvan.
Ly feanmers andd sets fonth solutions in
the form of principles of curriculum
CIEnization.  inructional  approach.,
Lsnoonm management. and instruc-
| tionald grouping.
e do pot suggest that this way of
lt{-\king must e discarded. although

some researchens advocaie doing so?
Apphed skillfully. it may result in good
student performance on standardized
tests, especially the tests administered
in the clementany grades, which em-

The children

of poverty
experience failure
disproportionately
in their early school
years, and they
often leave school
ill-equipped for
adult life. -

phasize hasic skills However, aew ove
idence and recent analysis call into
question many of the tenets of this
conventional wisdom. Funther, this ap-
proach may place an uniniended ceil-
ing on the leaming of disadvantaged
students * Our purposc here is to sum-
marize the shoncomings of the con.
ventional wisdom and to suggest alier.
native approaches for both regular
classroom instruction and supplemen.
tal programs.

The Conception of the
Disadvantaged Learner
Conxntional wisdom. A grean deal
of research and practice has been
predicated on the assumptions that
disadvantaged students are deficient in
their preparation for school and that
their families hawe given them a bad
sart in Jife.! These assumptions, in
eflect, locaie the problem in the

-kamer and his or ber hackground.

A ontique. These conventional as-
sumptions can be criticized on wo
Reneral grounds. First, stereotypical
ideas about the capabilities of a child
who is poor or who belongs 10 an
ethnic minority will detract from an
apcurate assessment of the chikd's real
educational problems andd posential
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sceond. by focusing on family deh-
viencies, educators may  miss  the
strengths of the culiures from which
nuny disachvantaged students come.
The adwerse consequences of these
conceptions include (1) low expoecta-
tions for what these swudents can ac-
complish in academic work: (2) failure
10 examine carcfully what the schools
do that exacerbates (or facilitates the
solution of) these leaming problems;
and (3) misdiagnosis of the kearning
problems these students face (eg., in-
wrpreting dialect speech patierns as
decading errom).

An gltiemaire view. The disadvan-
tged child may well bring o school
spwech paterns, cognitive predisposi
uons, and behavior patterns that do
not maich the way things are done in
~hool These students must learn the
culure of the school while they are
alw auempung 1o master academic
tinhs. While recognizing that there
4 be gaps in disadvantaged stu-
dents” experience, the educator builds
on their experience bases and at the
sime time challenges the children 10
v\pand their repenoires of experi-
cnces and skills This perspective gains
suppont from 3 decade or more of
vogniive rescarch and related theo-
nes of leaming that pontray  the
leamoer as an active constructor of
hnowledge and meaning rather than a
pssne reaipient of information and
shilks

The aliernative 10 the common prac.
te suggests that disadvantaged stu-
dunis are better able 1o meet the aca-
dkemic challenges of school when.

@ icachers respect the students’ cul-
tural hinguistic backgrounds and com-
mumicue this appreciation to them in
# personal way;

- ®the academic program  encour-
apes students to draw and build on the
e\periences they hawe, at the same
e that it exposes them to unfamiliar
avperienees and ways of thinking,
®the  assumprions,  expevtations,

" wans of doing things in school—in

- on s cultare—are made explicit o
hese sents by weachers who exe

plan and mocdel these dimensions of

C v adenie deaming ¢

Q
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Sequencing and Challenge
in the Curriculum

Conventional wisdom. Conven-
tional curriculums, especially for dis-
advantaged students, are charaaerized
by two basic traits “ First, they break up
reading. writing. and mathematics into
fixed sequences of discrete skills, or-
dered from the simplest (the basics) to
the more complex (higher-order
skills). Sccond, instruction typically
emphasizes mastery of these skills by
lincar progression through the se-
quence. Children who haven't mas-
tered spelling. for example, are con.
sidered not ready 1o write stories Or,
in mathematios lessons, practical prob-
lems involving muliiplication are not
introduced uniil the siudents can do
paper-and-pencil multiplication prob-
lema. to say nothing of knowing their
multiplication tables. Such rigid sc-
quencing appcars in curriculums at afl
clementary grade levels.

From one point of view, this way of
building curriculums makes good
sense With basic skills isolated. 1each-
ers can identify and iwach those as-
sumed (o be deficient in the student's
repenoire, provide a clear structure
for Icaming. facilnate the chaning of
students’ progress, and have a com-
mon vocabulary for diagnosing what
low-achieving students need.

A critique. Despite these advantages.
however, there is broad agreement
among expens it mathematios and
literacy that such curricular assump-
tions and structures are critically lim-
ited in several imponant respects.”
They ofien (1) underestimate students'
capabilities; (2) posipone more chal-
lenging and interesting work for 100
long. in some cases forever; (3) fail 10
provide a context for leaming or for
meaningfully using the skills that are
taught, and (4) even reinforce aca-
demic failure over the long term. The
students are literally charged with put-
ting the picces together into an inte-
grated and useful hase of knowledge
and, more ofien than not, they don't,
In the view of many expents, this ap-
proach o curriculum lacks hoth co-
herence and intellectual challenge for
the students who experience it

An aliemative. The available evi.
dence suggests thar effective curnicu
lums should:

@ focus on meaning and under-
standing from the hbeginning—for ox.
ample, by orienting instruction toward
comprehending  reading passapes,
communicating important  ddeas in
written text, or undenstanding the con.
cepts underlying number facts;

® balance routine skill learning with
novel and complex tasks from the
carliest stages of Jearning,

® provide a context for skill leaming
that establishes clear reasons for necd-
ing to learn the skills, affords opponu-
nitics to apply the skitls, and helps
students relate one skill 1o another,

®influence auitudes and behefs
about the academic content areas. as
well as skills and knowledge.

®climinate  unnecessary redun-
dancy in the curriculum (eg. re
peated instruction in the same mathe-
matics computation skills year aficr
year) "

The Role of the Teacher
in Instruction

Conventional utsdom. Since the mid-
1970s. the instruction of disadvantaged
students has been dominated by a
categony of teaching apprmchcs known
as direct instrucion” Although thene
are variations among them, these ap
preaches typically foesure (1) wacher-
controlled instruction, with consider-
able time spent presenting  kesson
maicrial and directly supervising stu-
dents’ work; (2) extensive opponunitics
for practice and frequent correative
feedback; (3) carcful structuring of aca-
demic tasks so that content can be inin-
duced in small, manageable steps. (4)
rapid pacing. and (5) whole-group or
homogencous-group formats. Logically,
this class of appruaches kends itself par-
ticularly well 10 the ‘lincar, discrete
skillv-oriented  curmicuilums discuswed
carlicr. And the rosaanh evidenee indi-
cates that, for disadvantaged  popula
tions, direa instruction dooes enhance
sonwe kinds of academic kaming, in
ﬁ?lm‘-“’w those involving discrete hasic
SKiJIs.
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A critique There is growing dissatis-
facuon, however, about the ability of
direc instruction 10 convey more inte:
grated and chalienging curriculums to
students. First. students do not Jearn to
think for themselves when the teacher
breaks the leaming task into small,
manageable sieps and explains how 10
accumplish cach siep. Second, some
imponant . academic  keaming  goals
don’t lerd themselves to small, man-
agcabic steps. Third, students can casily
bevame depenckent on the weacher to
monitor, mexivate. and structure all as-
pucts of the work they do.

An alternatite. In this area, current
1 rescarch does not suppaont abandon-

Effective
curriculums balance
routine skill

learning with

appropriate novel
and complex tasks
from the earliest .
stages of learning.

ing the central role of the teacher but
instcad suggests halancing it with dif-
ferent approaches. A halance of
wacherdirected and bearner-lirecied
instruction, for example, has much 1o
offcr disadvantaged students, espe.
cially if the goal is 10 engage students
in activitics that are intcllectually
challenging.'! The key is to strike the
right balance between teacher direc:
tion and student responsibility, so
that students understand what they

| are doing (and why) and that, over
| time, their capacity for self-regulated
| learning increases. To achicve an ap-

propriate halance, teachers should.

®tcach explicitly the underlying
thinking processes along with skills—
for example, by modeling the cogni-
tive process involved when interpret
ing 2 story problem in mathematics or
trying to understand the author’s point
of view in a piece of literature:

@ encourage students to use cach
ather as fearning resourves and strucc-
ture their interaction accordingly, as in
many coopcrative or team leaming |
arrangements; :

@ and, a5 students hevome more ac-
customed to constructing knowledge
and applying strategies on their own,
gradually wrn over responsibility for
their leaming to them, within sc-
quences or units of instruction and
across the school year.!?

The Relationship of
Classroom Management
to Academic Work

Conventional wisdom. The conven:
tional wisdom holds that a uniform
structure provides students with clear
expeciations and guidance regarding
interactions with teachers and other
students. While all classrooms present
teachers with the problem of esub-
lishing. and mainuining order, those
that serve large numbers of disadvan-

students  confront  teachers
forcefully with management problems
as the year begins, inviting solutions
that impose a uniform—sometimes
rigid—structure.

To an extent, well-established prin-
ciples of classroom management have
been developed that suppon this
view!® Thesc principles combine
good prevention,  chicfly through
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unesetting and the development of
routines carly in the year, with appro-
priaic remediation as disruptive be-
havior aovurs.

A critique. However, this way of
thinking ahout  classroom  manage-
nwnt omits a critical element: the re-
kionship betwoeen classroom  man.
apement and the actual academic work
that gues on in the room. ™ This rels-
tionship is not necessarily problematic
wr complex when the work ltself is
routine and oriented toward  basic
skills instruction. But when more chal-
kaging curriculums are introduced,
thes approach can become unsatisfac-
wn Conversely, lack of challenge in
ihd curriculum can contribute to Class
rom disruption. as students get into
trouble out of boredom Project feam-
ing in mathematics, for example, may
imvoive simultancous student groups
engpaged in projects that, together, in-
crease the leved of poise and activity in
a room beyond what teachers and
principals have come to expect.

An alternative. A beuer perspective
on classroom management retains two
vicmenis of the conventional wisdom
(1) the tcacher esuablishes general
vround rules at the beginning of the
~ hool vear, and (2) the wacher main-
tuns order over time through vigilant
monitonng  and onguing problem
sohang. as he or she anticipaies chal
kenpes 10, or distractions from, Jearn.
mg i the classroom But this penspec-
e also ¢ncourages teachers 1o find a
mw hasis for order that emanates as
wuch as possible from  academics
vather than generic rules, incentives,
andd consequences for mishehavior. In
gueneral. then, classroom management
should be intimately linked 0 the
mwaure of the academic work being
thmwe From this perspective, teachen
can most effecrively manage behavior
il 1wy

© plan 2 strong “program of action,”
naxal in interesting and engaging ac-
lcmic ativities:

@ 1 expectations for (lassroom or-
dor that are appropriate 1o the aca-
demic work 3t hand, within broad
tnwnnbaries established for overall be-
tuvior in the room (Students need
tw uaneht explicithe that noise fevels,
i Y dheree of pvwenment around the

I
The key is to strike
the right balance .
between teacher
direction and
learner
responsibility so
that, over time,
students’ capacity
for self-regulated
learning increases.

classroom, and so on, can vary, and
under what circumsiances),

® encourage swdents who initially
may resist novel and unfamiliar work
that accompanies a more challenging
curriculum '

Accommodating Differences
in Student Prof?clcncy

Conventional wisdom. Several com-
mon arrangements for instructing di-
verse groups place low-achieving chil-
dren together and separate them from
those who do better. Three are espe-
cially pervasive (1) ability-based read-
ing groups in the primary grades. (2)
formal or informal tracking in literacy
and mathcmatics instruction in the up-
per clementary grades; and (3) group-
bascd supplemenial services  (cg.,
Chapicr 1 pullout instruction) in both
littracy and mathematics. These ar-
rangements appear to solve a funda-
mental instructional problem—that of
matching students with appropriate
learning tasks.

A cnitique. These differentiaied ar-
rangements, howsver, may create or
exacerbate other problems.'® Most im-
pontant, low-achicving siudents ofien
become permanently segregated in
these groupings or tracks. To make
mauers worse. determinations of “low
achicvement™ are nen necessarily reli-
sble Misdisgnowes of students’ aca-

demic abilities happen all 100 ofien
when ethnic or linguistic featurces
(c.g. dialect speech or limited-En.
glish-proficiency) are interpreted as
signs of low sbility. In addition, some
of these arrangements create group-
ings of convenience—for cxample,
four to six poor readers in a Chapter 1
rcading room drawn from two or
three diffierent classrooms—that may
not be particularly effective from the
students’ point of view. Funthermore,
scgregation in lower-track groups car-
ries 3 stigma that may Jead 10 cenain
students” being laheked  “dummics,”
not 1o mention the more limited cur-
riculums that are somctimes offerad
suth groups. -

Still, the research evidence on the
efficacy of ahility-grouped learning ar-
cangements  for bow  achicvers s
mixed 7 Some reviews find positive
eficas, while others find harmful or
inconclusive influences of such ar-
rdngements on academic outcomes.

An aliernative. Research evidence
docs not warrant doing away with abil-
iry-based diflerentiation altogether *®
Howuever, schools should consider.

® using (1) harerugencuus grouping.
such as cooperative and team leaming,
and (2) more flexible-and temporary
ability-grouped armangements;,

® integrating supplementary assist-
ance, such as Chapter 1 instruction. as
much as possible into mainstream
classroom aaivities andvor providing
supplemeniary instruction at times
when students do not need 10 be away
from their main classrooms.

® maximizing individual help 10
low-achicving students on an ad hox
basis rather than in long-term group:
based arrangements.

Putting New Ideas

into Practice

The preceding discussion suggests al-
ternative conceptions of the jeamcr,
the curriculum, and instructional prac-
tice that apply across all subject areas
in elementary schools. Guiding these
conceptions is 3 conviction that disad-
vantaged students are capable of much
more than is npically expecied of
them and that schools can organize
themselves to demand high academic
performance from these students.'”
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Aruitoxt provided by Eic:

Schools should
maximize
individual help

to low-achieving
students on an

ad hoc basis rather
than in long-term
group-based
arrangements.

There s evidende on which 10 base
this  convicuon—ranging  from  ad
vances in understanding of student
cognition to dramate demonstrations
of resubis such as the pedformance of
inncr-om youths on advanced-place
men: calculus ess 2!

It would be a mistake 10 take the
prinaiples we have prosented as new
received wisdom ahout the educanon
of disadvaniaged children These ideas
are not 3 blueprint for change bur a
all for fumbher expenimentation by
pracutioners and scholars ahike, who,
as theviry these oot will evolve betier
prinaiples, in addimon 10 discovering
ahogether diffierent ones There s
much still 1o be learned about ways 10
apply them o panicular grade levels,”
mixtures of students, and school set-
tings Woe hope that the adeas pre-
sented here will Iead o the currico-
lumis that disadvantaged studenis need
to panicipate fully in a complex ech-
nological socicety D

Astthors” mete abont endnoies Bocause
the angument in thas amicle eelies heavily
on the commissionud papens and Incrature
review chapiers containesd in Better School-
g for i Children of Porvry Aliematives
to  Comrenitional Wisdum—Volume Il
Commusseoncd Papers amd [iteratire Re-
e (MSOKaapp and PM Shagkds, e |

January 1990. Menlo Park. Calif  SRI Inter-
national). we refer below simply 10 the
paper or litcrawuree review author and Vol
umc 1710 avond unnecessary repetition in
referencing :

"I Hidgkineon, (June 1988). ANl One
Sem Iemographics of tducation, Kin-
deryarien  tbrough  Graduaie  School
(Washingion, DC. Instnuie for Educa
tional Leadership).

*For example, sev L Moll's paper, Vol
ume 11

*Scv W Duyle's paper, Volume 11

“See ) Brophy's paper. Valume 11, which
makes useful distinctions among commaon
conceptions of the “defeits™ many poor
vhildren bring 1o schoaol

‘Scv papers by B Neufeld and L Moll,
Volume |, which summanze evidence re-
lated 10 these prinaples, s also ) Comer,
(198%), “Educaung Puor Minorny  Chil-
dren U Scrennific Amenian 259. 5 4248

“Sev W Dovie's paper, Volume 11 for an
analysis of convenuonal approaches to or-
Ranizing curriculum

Seu papen by A Poner. R Allington,
and ] Brophy Volume §1

"Papers in Volume 11 review existing
evidence regarding the efficacy and desir-
ahnliy of halanaing hasic skilis Jearming
with more challenging curmiculums For
example. see papers by A Poner and C
McKnieh: regarding mathematies curricu
lums. by D Pearcon and G Garvia repard-
1ng reading curriculume

YBy “dirca instruction.” we mean in-
structional approaches that emulate the
madet of the same name that was pan of
the Follow Through Planned Variation Fa-
penmeniin the carly 19708 X e distinguish
dircctaindruction from what has Ieen de-
scribed! more pencnaally as “active teach-
ing"=thut i, instrction in which students
spend most of their time being aught or
supenvised by their icachers rather than
working on their own (or emphasize di-
rect teacher control of leaming activities in
the classroom)  Jowewer, unlike direct
instrucion. active teaching doos non pre-
suppose any panicular type of academic
ask, pacing. or grouping

"For a review of this evidence, sec H.
McCollum's paper, Volume 11

"'Clear examples can be found in the
teaching of reading. for exampic. the work
of Palincsar and Brown with “reciprocal
weaching”. see paper by D Peanan and G
Garcua for a review of this and related
work

S papens by D Rearson and G Gar-
i anct ) Brophy, Volume 11, s alvo work

by R Slavin and uthers on the ey of
cooncrative leaming arrangements. ss die
tussxd in H. McCollum's review, Volume: 1)

Y. Brophy, (19%6). “Rescarch Linking
Teacher Bohavior 10 Student Achicvenens
Puiential Implications for Chapier 1 Siu-
dhents,” in Ixesigns for Compensaton: by
cation Comference Prococdings and Pu
pers, edited ‘by Bl Willums ¢t 3
(Washingion, D.C: Rescarch and Evalua:
Lion Associaies).

'S W. Doyle's paper. Volume 1

"The hasis for these principles s b
doeseribed in W Doyle's paper and also in
H. McCollum's review, Volume 11

'*See H McCollum's review. Volume Ul

Consider evidence from rescarch wa
theses by Slavin, llathnan. Persell, and
Wilkinson, reviewed in H McCollum's pa-

" per, Volume 11

"Sev, for example, R Slavin, (19%6).
Ability Grouping and Mudeni Achicienient
in Elememary Schuols A Kost Erwdonce
Symthesis (Balumore, Md  Center for Re-
scarch on Elementary and Middic Schoxols,
Johns Hopkins University)

“The point is penuasively anzacd b R
Calfee, (19K86), “Curriculum and Insinn-
uon in Reading.” in Designs for Compen-
saiory Educanon Conference FProceedings
and Papers. «ditved by B | Williams 1 al
Washington, DG Kesearch and Fvalu:
1ion Assaciaics)

) Mathews, (19KR). Escalunte T
Best Teacber in Amenca (New York ol
Rinchan)

Autbors' note This paper is a condensed
venion of the it repon (summan: vol.
ume) 1o emerpe from the Study of Aca
demic Instrucuon for Disadvantaged S
dents. The summary  volume, el
Better Scbooling for the Children of Por-
eriy Alternatives 10 Conventionul Wisdom,
synthesizes ideas contained in 2 compan.
jon volume (sec endnotes) W wish o
acknowledge the contributions of ocher
study team members and scholars who
wrote commissioned papers and hicrature
review chaptens in the companion volume
R. Allingion, ). Brophy. W. Duyle, G Garoia,
H. MCollum, C. McKnight, L Moll. M
Needels, B. Neufeld. D. Pearson. A Porner.
W. Secada, and A Zucker.

Michael §. Knapp is Manager. Education
Policy Swudics. SRI Intermational, 333
Ravenswiux! Ave.. Menlo Park, CA S4025
Brenda ). Tumbull is Principal, Poly
Studies Assaciaies, 1718 Connecticut Ave
N.X', Washingion, DC 20009 Patrick M.
Shields is Education Puliy Analyst. SR
Intemanonal -
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EXECUTIVE SUMMARY

Recent research and 8 groving body of evidence from demonstration
prugrams suggests that a more academically challenging learning experience
can be offered the students at greatest risk of academic failure--those from
lov-income backgrounds, who disproportionately represent ethnic and
linguistic minorities. 1In the typical elementary school, however, these
students encounter 1ns:ruction that {5 often repetitive, uninspiring. and
limited to the "basics. _ B

. . ——

Current practice reflects, {n part, a wvidely accepted 'conven:I;RE{
wisdon" about the best ways to teach in such settings.* These approaches
emphasize curricula that proceed from the "basics® to advanced skills,
instruction that is tightly controlled by the teacher, and ability grouping
that often becomes permanent tracks at an early ege. While these approaches
may improve children's grasp of basic skills, they appear to shortchange
learning of more advanced skills in reasoning, comprehension, and

corposition.
\\—. - - . - -

A major federal stucy of mathematics and 1f£ificj-fn;:ruction in schools
that serve the children of poverty {s currently uncer way in search of more
effective practice. The study is addressing three questions:

(1) What departures from conventional wisdor are being tried in schools
serving the children of poverty?

(2) Which of these approaches show promise, either in their own right
or {n combination with more traditional approaches, for boosting
students ', mastery of advanced and basic skills?

(3) What combination of factors in the szhool, district, and state

supperts the introduction of promising instructional approaches?

Tre Irterir Report

This report, the second to emerge ‘ron the stuly, provides preliminary
ansvers to these questions, by describing current practices in first, third,
ard fifth grade clascrooms in fifteen elementary schools that serve large
nurbers of children from lovw-income families. The interim report presents
descriptive results from the first of two years of cdata collection; it does
not include an analysis of outcomes. The thirc znd final report (to be
corpleted in the fall of 1991) will provide 2 rorec complete analysis of all
study data sources, including outcomes of instruction,

¥ Conventional and alternmative cpprocches are coscribed in the first of the
Acadenic Insrruction Study reports, ter Schoolin Afgx_;h L4
Poverty: Alternatives to Conventional Wisdom.
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heme m jrst Year Findings
Major themes from the first year of investigation are as follows:

s Many teachers in the sample schools are engaged in modest,
incremental departures from conventional assumptions about
mathematics, reading, and writing instruction.

s A small nunmber have made, or are attempting, ®more fundamental
shifss in practice.

s State and district requirementz and support aystems at the school
and district level appear to play critical roles in enadling or
fnhibiting teachers' adoption of instructional alturnatives.

These themes emerge from analyses of instructional practices in the

regular classroom. the role of supplemental instruction, and influences on
the classroor practice,

Inscructional Practices in the Regulay Classroom

The first year of the study focused on identifying the range of
approaches to mathematics. reading, and writing instruction in the regular
classroom, with special attention to those features of instruction most
likely to influence the acquisition of skills in mathematical reasoning.
reacing comprehension, and written composition. In addition, the study
focused on aspects of instructional strateyy and management that apply more
generically to all subject areas.

Classyoom Marage~ent and the Academjc learning Environment

Cuttirg scross all subject areas are basic patterns of classroor manage-
ment deriving fror a variety of sources, such as the characteristics of the
children themselves, the teachers' preferred style of inceraction with them,
and the teachers’' ability to establish and maintain their conception of
classroom order. The prevailing management pattern does not, by itself,
determine academic outcomes, but it has much to do with the academic learning
environmant in the classroom. Four distinct enironments are found in the
study sampnle:

s Dvsfunetjonal] environments. Although generally excluded in the
sanpling process, some classrooms are preoccupied with unresolved
problems of order; little academic work takes place in such settings.

e Adeguate environments. In these classrooms, the problem of order is
partially resolved and academic work is taking place, but che
struggle between teacher and students over control continues.

. Yestrictive env m . Here, the great majority of
students’' time and energy is devoted to academic work, with little or
no overt challenge to established classroom order. However, order {s
achieved through tight control that limits the range of instructional
approaches and academic work in which students are able to engage.

vi
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o Ordexly ensbling environments. Students spend nearly all their time

doing academic wurk with minimal disruption; teachers establish this
kind of environment without restrictive controls and in a fashion
that enables a wide range of activities and instructional lpproaches
to be undertaken.

The full i{mplications of these environments for student learning have yet to

be demonstrated (it i{s possible, for example, that some students perforn

better in orderly, restrictive environments than in orderly, enabling
environrzents).

The students of various racfal backgrounds in this fifth-grade |
classroom appear to like the teacher, bu: there is a constant '
tug-of-war between the teacher and students over discipline. The )
teacher is quite stern with the student:, yet she often allows ther I
to socialize: They take advantage of every opportunity to interact
with each other--vhispering, calling cut., passing notes, moving
around. In cyclical fashion, the =cise level] slovly rises beyond !
what the teacher will tolerate. She than sngrily warns the class |
to quiet cown and eventually hands out ind{vidual punishments or i
makes everyone "write lines™--that {s, fiil several sheets of I
paper vith a disciplinary sentence or the school's mission
statement. Things quiet down for a vhile, and the cycle begins ;
again. Although they often seex eager to engage in learning
activities, the students generally succz2¢ ir avoiding academic i
tasks entirely, especially when {t invelves seatwvork. g

?
An Orderlv Enabling lear-‘~= C~ironment

In a word, this teacher's first-grade ¢laes in a rural aresa "hums." !
It {s a conforzable place where the children. half Hispanic and

half Anglo, enjoy being there and doing scho>lwork; the business of
learning is central to everything tha: is doae in the room.

Children treat each other and the tescher with respect, as a result
of her careful lessons in hov to liszen to each other, to offer ideas
verbally to the class, and to respect what c:hers say. The teacher's
management style {s caim and quiet. She is Temarkably effective

at paintaining order despite the facz that =:e classroom is one

of four clustered together in a semi-epen pod arrangement. She

uses a combination of quiet reminders #mnd incividual praise for
So-and-So, who {s sitting nicely now. ¥he result {s the students

do what she asks the first time she #sks, vith rare exceptions

(vhich are quickly brought into line), and attention {s not drawn

to management issues very often. The chiidren devote nearly all

of their energy to academic tasks and other aspects of the school's
curriculum.

vii
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Although {n one sense independent of whst {s taught in the three subject
areas, the sanagenent pattern associated with each type of environment repre.
sents decisions (conscious or otherwise) about the kind of msthematics,
Teading, or writing in wvhich students wi{ll be engaged.

Mathematics Instruction

On the whole, mathemstics {nstruction in tho sample classrooms conforms
to trends that are prevalent across the country. Arithmetic computation {s
the overriding goal of instruction {n many classrooms froe first through
fifth grades; instruction typically emphasizes teacher presentation followed
by wvritten seatwork. The curriculuz {s often defined by the textbcok.

Nonetheless, clsssrooms do vary on dimensions that reflect two
strategies for maximizing mathematical understanding and reasoning. The
first strategy emphasizes conceptual und~rstanding and skill building:; the
second strategy broadens the array of mathematical topics beyond ar{thmetic.
Based on the presence or absence of the e strategies, classroom instruction
terds to exhibit one of the following four goal orientations:

» Folus on arithmetic with skill building as the primary goal.

» Focus on arithmetic with the goal of building conceptuil
understanding along with skills.

e FYocus on muitiple topics, with a "skiii:z only" orientation.

o Focus on cultiple topics with equal (soze:{mes greater) sttention to
conceptuisl uncderstanding (see example below).

J

Pazhermatics {n 8 Third-Crade Classroom

Thc teacher appecTs to be doing an excelient job of implementing the
telatively nev state framevork for mathezatics educstion in a
diverse {nner-city third-grade classrooz. While she emphasizes
arithmetic corputation skills throughout the year, she also
integrates instructional material relating to geome:ry, measurement,
problem solving, logical reasoning, statistics and probability, end
patterns and seguence. The teacher uses manipulatives to help
teach concepts. Cooperative learning grovps are often used in her
class, and in fact about one-third of the clcss time i{s in some
sense "student-directed,® wvhich {s excepticnslly rare. The

teacher consistently rakes connections betveen one pathematics
concept and anoth ., thereby helping to pres:nt mathematics as

e unified discipline, not just a set of 2ifferent akills.

viil
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Each successive goal orientation represents an ‘ncreasing departhre from
conventional assumptions about mathematics teaching: classrooms in the fourth
group come close to the goals of reformers in mathematics, e¢.g., 85 expressed

in the Nationcl Council of Teachers of Mathematics' Curriculum snd Evaluntion
Standards for School Mathematics.

Various features of mathematics instruction differ systematically
depending on the zoal orientation teachers adopt. Those teaching multiple
mathematical topics, for example, tend to spend more time per dsy on mathe-
matics than those who concentrate on arithmetic alone. In classrooms in
which conceptual understanding is emphasized, students use manipulatives more
often. Teachers vho concentrate on arithmezic skills tend to rcly more
heavily on the textbook than teachers who pursuc o more wide-ranging
curriculum.

Reading Inetructjen

The variation in aproaches to reacing ins:iruction acrcss the sample
classrooms is not ac neatly categorized as ir mcothematics, &nd the differ-
ences across gradcs are more pronounced. Ncr2theless, there are common
patterns, both across and within grades. EFaczl readers form the core of
reading material in most classrooms, especially in the lower grades: in the
prea: majority of thesc cases the basals toke the form of "literary”™ readers.
which prinsipully contain excerpts from children's literature. Nearly all
teachers spend a subs:antial portion of thelr tire on teaching discrete
read:rg skills. Hormogeneous grouping by 2bility is prevalent (though not
universal), especiaily in first grade. Thus, fev classrooms exhibit
apprcaches to reacding, or literacy as a whole, that reflect radical alterro-
tives =o established practice, such as thcse acdvocated by proponents of
"wicle language™ tecching (although elemer:s oI vhole language approachas
infivence many teachers' wcrk).

zch can be discerned.
hematical reaco~ing, teachers
e2 at maximizing reading for

Nonetheless, irporzant differences in 2pzro
Paral.el to their use of strategies aimec 2 ré:
make varving use c¢f the folloving strategies i
urderszanding:  °

» Mosirizing the cpporiunities to rezd whcle text, both orally end
cilently.

£ Integrating realing arc writing irnstroctien.

s Focusing on ccxprehension and irterprezation of what i{s read, esre-
cially through explicit teaching ol s:rategies for comprehending
text.

e Deemphasizing the teachin; of discreze skills in isolation from text.

s Providing oprorturities to discuss wvhat is read and extend knowledge
gained from reading.

g2
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These strategies are combined (or {ignored) (n a variety of vays that do
not yield & simple typology. as in the case of mathenatics. In promising
cases, classrooms display several strategies at once (see inset example
below). _ .

—————— -

eacin h-

In & multiracial fifth-grade classroom, the teacher has shifted from
basal readers to a literature-based curriculum designed by her and a
colleague. During reading {nstruction, she pushes her students not
only to expand their vocabularies and knowledge of the world but
also their ability to interpret what they read. For example, while
reading two stories that center on the experiences of Black Americans
during the Revolutionary War, the class is assigned to write about
fairress in the story. Later, the students share the results of
their efforts with each other. As the teacher guides the studen:s
in the presentation of their thoughts to peers, she teaches them how
to compliment and support each other in a group setting. As the’
children read wvhat they have vritten, the teacher finds something
encouraging to say toeach before offering constructive criticism

and suggestions for expansion or rewriting. This teacher finds that
having students write about what they have read facilitates compre-
hension. 1In addition, she reads aloud to her class extensively &nd
regularly and types and distributes song lyrics as a music-related
activity.

Vritir nstructien

As is the ca:. nationvide, sample classrooms exhibit a wide range of
approaches to vriting instruction. froz those in which virtually no =riting
takes place to those with extensive and varied opportunities for writing
composed text. 'Iustruction in at least some elements of the writing process
is wvidespread. Uhen they do compose actual text, students are most likely to
engage i{n “personal” writing (typically {n journals, which are found in most
of the sample classrooms). A fair amount of {maginative and informative
writing is also ‘done; persuasive or analytic writing, however, is the excep-
tion rather than the rule. Language-mechanics skills, such as spelling, -
handvriting, punctustion, and grammar, are widely taught, although teachers
differ in the manner {n which they teach these skills.
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The amount of composed text writing provices a clue to other features of
wvriting instruction, in particular a series of strategies that teachers adopt
to maximize meaningful written communication, meny of which parallel those
described above for reading. Classrooms with large amounts of composed
vriting also tend to exhibit most of the foilowing strategies (see inset

exanmple below):

» Integrating writing with other areas of the curriculum.

o Exphasizing meaningful communication as the goal of writing and
sisultaneously deemphasizing language-rechanics skills and
correctness.

» Teaching the process of writing.

= Constructing a social context for w:itim: that motivates students and
encourages cornunication with others (s.g., by permitting peer inter-
action wvhile writing and allowing stuce=ts more room to determine the
content and {o-~ of their written ex:sr2ssion).

A visit to this inner-city first-grade classroom at any time during
the year reveals the importance given c writtzn text. The walls of
the classroom are filled with word lis:s. peems, the class daily
nevspaper, and sicrles dictated to the teacher early in the year
and later written by the students themsslves. Zach morning, the

the students dictste to the teacher five or six sentences that
comprise that day's newspaper, vhich is posted throughout the day
anc taken home by & different student ezch day. 1In the early wveeks
of the school year, the students drawv stery pictures and label these
plctures, using words from the lists cisplsya? around the room.
Later in the schcol year, the students write three- or four-sentence
stories. Approuirately 90 minutes of eoach morning {s devoted to
students dictating different kinds of text tc =re teacher and to
reacing these 1Zs5ts and stories. There is odd:cional time for
Journal vwriting o~ a daily basis. ‘

— - —
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Supplemental Instructionsl Programs

Federal, state, and local programs or mandates support supplemental
instructional services of various kinds in the schools under study--fcT
example, the federil compensatory education prograz (Chapter 1), specic.
education services of various kinds, and bilingual or English-as-a-Seccnc-
Language (ESL) programs for students with limited English proficiency. These
prograns play a potentially important rele in the mathematics and litercsy
instruction available to students in the sample classrooms, especially fo:
those wvho are less proficient in academic work. During the first year ol the
investigation, the study concentrated on identifying vhat supplenental ccalf
bring to academic instruction and the instructional models employed by these
services. The final report will address questions about what is actually
taught to vhoz through such services.

Supplemental program staff bring both advantages and problems %o their
schools. On the one hand, they offer an "extrs pair of hands” to teachers
who face many demands, and in many cases they possess specialized skills in
other subject ereas. In addition, supplemental staff often increase the
ethnic and cultural diversity of the instructional staff, which is especially
appropriate to the often multicultural student population in the schools
under study. At the same time supplemental staff bring complexity and a
certain measure of unpredictability to the classroom tescher’'s already
complicated life.

In the sample classrooms, supplemental prozren staff assist with
instruction in three primary wvays:

e Provide help with seatwork in the regular classroom.
o Enable the teacher to create special gro:ping arrangements.

e Offer specialized remedial {nstruction, in or out of the regulcr
classroom.

Less frequently, supplemental {nstructional services take several olher
forms: As a source of advanced work for academically talented students; as 2
vay of extending the schoul day or year (e.g., through after-school tutering
or extra {nstruction during vacation times); and as a vehicle for computer-
based instruction (e.z.. in those schools with cocputer labs).

nflu n derni n ropm

Although there are innumerable subtle forces that affect the instruction
teachers offer their students in the schools urder study, several broad cate-
gories of influence sppear to offer a partial explanation for the patterns of
acadermic instruction scross all subject arecs.

First, the nature of the students in the clzssroom makes it more likely
for certain manage:2n: patterns or forms of instruction to appear. Kowever,

xid ‘
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the expected pattern appears less often than is typically assuned--that is,
classrooms wvith higher pupil-teacher ratios, greater diversity, sore low-
income children, and greater student mobility are not necesaarily the ones
vith unresolved management problema or less challenging instruction. 1In
other words, teachers respond to the difficult challenges such classrooms

" pose in different ways, and not necessarily vwizh a reatricted range of
curricula and learning opportunitiea. :

Second, teachers' prepsration, beliefs, and level of commitment are &
major force in shaping what they do i{n the classroom. Teachers with more
extensive subject-area preparation and professional development are more
likely to experiment with alternatives to conventional skill-oriented instruc-
tion. Teachers' conceptions of the subject ares and beliefs about how to
teach it exert a similar influence on the kind of learning experience they
offer students. In addition, teachers' pcrsonal commitment to their teaching
leaves an unnistakable stazp on the degree to which they depart from tradi-
tional approaches to {nstruction.

Third, what teachers do in the classzooz reflects factors in the school
and district environment, among then:

s District and school curricular pciicies and how they are set, in
particular, the extent to which tre cistrict prescribes vhat should
be taught and how.

s Textbook choices, most clesrly sesn in the adoption of new language
arts textbooks that embody differen: assumptions about literacy
instruction.

a Testing and sccountability pressures.

= District and school support--for axample, through professional
developnment opportunities, instructisnal guidance by the principal or
other specialists, and the availadiliity of appropriate resources.

» State (and sometimes district) framevorks or mandates that urge or
require teachers to adopt (or refrain from) certain approaches to
pathermatics: and literscy instruction.

These fcrces can act either as stimull o c:insiraints on what teachers do.
Scrting out in greater cetail the nature znZ extent of their {nfluence on
classroom practice is one of the tasks for the second year of the study.

Vhat Fes Been lestned and What Lies Ahez-

Fircings from the study's first year shci a2 range of possibilities not
widely cssumed to be workable in classToems serving the children of poverty.
In particular, the patterns identified irdizcts numerous waya that instruc-
tion in such settings can focus more centrally on mathematical reasoning,
readingz comprehension, and written composition, even under the most trying
circunstances. In addition, study findings point to key conditions and

x4l
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actions that encournpc (or discourage) attempts to redirect imstruction along
these lines.

It is imporinant to remember that the findings are not a statemen: of
what is typical in schools serving the children of poverty, nor do they
represent the results of a planned demonstration or test of cutting-edga
practices. Rather, they indicate. what con be achieved by teachers in s:hools
perceived to be doing an average to good job of educating low-income
children.

There is much that remains for the ctecond year of the investigstion an¢
for further analysis of all the data sets that have been gathered, shich ::i:l
be presented in the second year report (to be completed in the fall of 18¢1).

s For one thing, the relationship betveen patterns of instructiom and
academic learnirg outcomes has yet to be examined: Which sppresche:
(or combinastions thereof) produce the best results, in termz of t:oth
conventional and alternative measures of achievement?

» The investigation will also explore the implications of {nstruz:ticn
for different segments of the student population: How well does
{nstruction wcrtk for high versus low achievers, for participants :in
supplemental programs versus others, for majority versus mimori::
students? ‘=a: kinds of instructional practices work best with
differen: :i-Zs of children {n thess settings?

s 1In this regard, there i{s much more to be learned about supplem:nial
{instructior., {r particular, what it teaches and {its connectic=s I~
what {s taug-t in regular classrooms.

s Finally, the study will investigate further the nature of te~clocs’
response tc ne- visions of mathematics and literacy imstructiie~ nnc

the marner in wvhich they can best be supported in moving townris
these instructional goals.

t 38Y ~
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JACK CANFIELD

Reading #3

Improving Students’

Self-Esteem

Using a 10-step system, teachers can help
strengthen their students’ self-esteem and increase
their chances for success in life. '

cachers intuinvely know  that
' when kids feel betier abour
themsehves, they do better in
school The simple gt s, though tha
youngsicrs today are not receiving
enough positive. nunuring attention
from aduls, cither &t home or at
“hool The reasons are numcerous and
complex, but the result is that more
and morce students have Jow levels of
self-esteem

To raise the selfestieem of students,
you must stant with the schoo! staff The
main way students learmn is through
modeling and imitinon If 1eachens
have low self-esteem. they are likely 1o
pass it on 1o their students. We must
ensure. through preservice and inser-
vice training. that wacher.student inter-
actions are positive. vahdating. afirm-
ing. and encouraging !

The challenge facing schools s

Does Sell-Esteem Affect Achievement?

Let's see what happens when a schoo! makes 8 concened effort in the area of
sell-esieem One of the most detailed studies ever done was conducted by Cail Dusa
(current president of the Nationa! Council for Self-Esieem) and her associates at Silver
Creek High School in San jose, California. (For more information, contact Caif Dusa,
NCSE, 6641, Leyland Park Dr., San jose, CA 95120.)

She divided the freshman class into three groups. The self-esteem group (93
students! was aught by teachers who adhered to three operating principles. They (1)
treated afl students with unconditional positive regard, (2) encouraged all students to
be all they could be. and (3) encouraged all students to set and achieve goals. in
addition, the group participated in 3 40-minute activity 1o build sclf-csieem every
second Friday throughout their freshman year. The control group (also 93 students)
received no treatment but was monitored along with the seli-esteem group for four
years. The third group was not involved in the study. At the end of four years, Dusa’s
findings were as follows: :

great, but there are day-to-day thinge
educators ¢an do o increase chil-
dren’s selfesterm and. in so doing
improve their prospects for suctess
(see "Dous Self-Esteem Affect Achicve
ment?”). 1 use 8 10-step madel 1o help
students hecome winners in lifc ?

1. Assume an atlitude of 100 per.
cent responsibiliny. 1 introduce the fol-
Jowing formula E (events) + R (your
response 1o them) = O (ouicomes)
When people don't get the outcomes
they want, 1 urge them not 10 blame
exiernal events and (cher people but
to ke responsibility for changing
their responses. For example, if § ask 2
class how many of them think it will
raise Pueter's seif-estieem if 1 el him he
is the biggest idion | ever met in my

We must ensure,
through preservice

Serttaeem Coous Conal oo and inservice
. 0
Days of absenteeism per semester m'lm i 16 i training, tha‘ _
o Aottt v aco sx || teacher-student
Percentage of sudenis who panticipated interactions are
Perceniage of clas offcas el by % » || positive, validating,
) groups be&muhm '"3 nr;i:v years %% - (/] aﬂirm!ng, and
., Percentape of ot $ graduat :
l from hegh schoul 3% $0% encouraging.
o —fack Canficld :
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An important part
of expanded
self-esteem is

the broadened
awareness of
one’s strengths
and resources.

whole life. verv few of them will raise
their hands 1 then tell them that it is
not what 1 sayv 10 Peter but what Peier
savs to bimself afierward that ulii-
mately affects his self-esteem. If Peter
savs. “Mr Canfield has only known me
for a few davs, how did he find out so
“fast?”, his self-esteem will probably go
‘down. But if he savs to himself, “Mr.
Canfield just picked me out for his
example because he knows 1 can ke
a linle kidding.” then his self-esicem
will not be damaged.

1also emphasize that we are respon-
sible for our behavioral responses For
example. hit someone who yells at
vou. and vou go t0 the principal's
office. Respond with humor or by ig-
noring the person. and you stay out of
trouble. Surprisingly, most kids don't
understand that they have choices. let

2. Focus on the pasitire. In order 10
feel successful. you have to have expe-
nienced success. Many students, be-
cause they feel they have never done
anything successful. need to be
coached. Ofien this is because they
equate “success” with, say, winning a
medal or getting rich. ] spend a lot of
time having students recall, write
about, ciraw, and share their past
achievernents. With some probing and
discussion. students ofien identify suc-

negative thoughts—1 can't dance. I'm
not sman, 1 don't like my face—with
positive self-alk ] can kam 10 do
anything 1 want, ] am sman, ] love and
accept mysclf the way 1 am. 1 teach
students to say, “Cancel, cancel,” when
they hear themselves or another per-
son saving something negative about
them and 10 replace the negative re-
mark with a positive one. This tech-
nique takes time and practice, but it
really makes a difference. Also, when-
ever others put them down, they are to
repcat the following “antidote” sen-
tence. “No mauer what you say or do
to me. I'm siill a2 wonthwhile person.”

4. Use support groups in tbe class-
room 1t's possible for a kid to come to
school for a whole day and never once
be the center of positive auention.

“Sharing dyads” and “suppon groups”
help overcome this alicnation. Each
day teachers might ask their students 10
find a panner (preferably a difierent
panner each day) and then give them
one or two minutes each of uninter-
rupted time 10 talk sbout 3 specific
topic; for example, Who is your bes
JSfriend and wby? What ts your faronte
thing to do on the weekend? If vou uon
a million dollar lotery, ubat uwould
you do with the money? Topics such as
these can also be discussed in “buddy
groups” of six kids with three sets of
buddies. Sometimes. youngsters meet
with their buddies and sometimes with
their whole group. They leam that it is
a positive, healing experience to talk
about their feelings, and they become
bonded to their fellow students

alone what those different choices are.

Resources for increasing Students’ Self-Esteem

The Alliance for Invitational Education, Room 216, Curry Building, University of .
North Carolina, Greensboro, NC 27412. The alliance publishes a comprehensive
newslenier on self-esteem and invitational education and sponsors one- national
conference and several regiona! conferences yearly.

The California Task Force to Promote Self-Esteem and Personal and Social
Responsibility, 1130 K St., Suite 300, Sacramento, CA 95814. This 25-member task
force was appointed by the California ?uwrnu and legislature to determine how to
raise the seli-esteem of at-risk groups in the state. Hawaii, Maryland, and Virginia
have also created or begun to create similar task forces. For a copy of California‘s
final report, Toward a State of Esteern (January 1990), send $4.50 to the Bureau of
Publications, California State Department of Education, P.O. Box 271, Sacramento,
CA 95802-0271. A 200-page Appendiir, which includes an extensive bibliography
on self-esteem and personal and social responsibility, is also available for $7.50.

The Center for. Self-Esteem, P.O. Box 1532, Santa Cruz, CA 95060; (408)
426-6850. The center sponsors an annual conference; publishes a free newsletter;
distributes curriculums, books, and tapes; and provides consultants and workshop

The Foundation for Self-Esteemn, 6035 Bristol Plwy., Culver City, CA 90230; (213)

568-1505. The foundation has published The COALS m, a three-and-a-half
hour video training program being used in adult schools, correctional facilities, and
with welfare recipients. it also sponsors an annual conference, ides consultants
and leaders, and distributes curriculums, books, and tapes.
The National Council for Selt-Esteem, c/o Gail Dusa, President, 6641 Leyland Park
Dr., San jose, CA 95120. Thecwndl':uhlﬂua newsletter and a resource packet
and sponsors a national conference and sbout 20 resional conferences yearly. Write
for & free copy of the newsletter and an information packet. Annual dues, $25.

Sell-Esteern” Seminars, " Chy, CA 90230;
9222. The organization inservice training -offers an intensive Facilitators’

PEOT AADV AVIAL ADE

L cessful aspects ir lives tha Training Course, conducts weekend workshops for personal and professional
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S. ddvniify your strenptbs and re-
sources An imnonant pan of expanded
sclf-esieem is the bruadened aware.
ness of one’s strengths and resources.
One technique is 10 have students in
their suppon groups write dovn and
wll cach aher what they sou as their
pewitive qualitics and strengths. Be-
aune their assesments newd 10 I
realistic 8s well as ponitive, it is also
imponant to help students note those
arvas that need more development if
they are to achicve their goals.

6 Clarify wour vision. Without a
clear vision. there is no maotivation.
Qucstions such as the following help
students clarify their visions If yon
bud onlv one war lfi 10 luv, bou
wordd yvou spend your time? If a genie
Kranted vou three wisbes, what uould
vore wish for? If you were Quaranteed
success i anvibig youn attempied,
and money uere not a lmiting factor

ubal unould you dv when you grou
up? 1 also use exiended guided visual-
Lzations in which students construat,
for example, their “perfoc life"—
compluie with their ideal house, job,
and marriage pantncr—and sharce &
with their suppon groups.

7. St poals and objectives Until our
visions are broken down into apevific
and mcasurable gualy—with timelines
and dcadlines—we are not likely 10
move forward very quickly. | owach
sudents how 10 st measurable goals
and objcctives for self, family, schaol,
and community They then share their
Rials with the rest of the class, suppon
one anather as they work toward them,
and celebraie any completed goals.

8 Use visualization. The most pow.
crful yer underutilized ol in oduca-
von is visualization When we hold 2
cear vision of our goals as if they wene
alrcady achieved. the action releases

CTCStivilty, IRCreases maotivation, and
actually aliers our perceptions of our-
selves and our environmenis | ask
students 10 spend five minutes per day
visualizing cach of their goals and
objectives as if h were  already
achicved. This can pricduce racheal re-
sults very guickly.

9. Tabe action 1o Ix: succeshol,
you younrself hawe 10 “dul the doing )
ofien cite the following example you
cannuxt hire someonce clse 10 do your
push-ups for you and expat 10 e
velop your muscles. 1 constantly work
with students 1o streteh into more and |-
more action steps—doing things they
previously did nor think possible
~ 10. Respond 10 feedhack——und perse:
vere. ] try 10 inspire students with sto-
rics of people ke themselves who
have gone on 1o do great things, ofien
by working against the odds, for exam:
ple. Wilma Rudolph, the great track star
who was told as 2 youth that she would
never walk again. | show them how 1o
use mistakes for growth, 1o employ
positive as well as negative feedback 10
their advantage, and 1o perevere until
they accomplish their gaals

When teachen use these 10 sieps in
their classrooms, the improvements in
students” self-esteem and achicvement
are rewarding A comment from a
weacher who parnticipated in once of my
workshops sums up the dramatic
change that can occur in a child's life

I used 1o think all | nexevbed 1o do was 1o
teach mathematios well Now 1 weasch il
dren. nex math . . . The youngsier who
really made me undenaand this was Eckdie
Whun ! asked him once day why he the wpht
he was doing so much betier than last vear.
he replied. “It's because 1 like myelf now
when I'm with you."D) ,

'For mery inkormation alwnn rrising the
selfevteem of Baculty m 2 sl coma
the resources lisied in the box on p 49 ‘

he 10-step model is spellcd out in |
Rreater dewil anad with many cxampies in |
Self-Lsteem in the Clusrvom A Curnci
fum Guide, which is available from the
suthor a1 the address given holow .

Copyright © 1990 by Jack Canficld
Jack Canfield is Presiclent of Seif-Evcem

Scminars, 6035 Briwol Pkwy.. Culver Ciny.
CA 90230 '
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Edacanon in 3 prowess of hving and non
a preparanon for future hving (Dewey
1904

¢ knew the change had be-
\ k / gun when we heard abowt
“Carla” jall names of students
in s paper are fctional; During the
first semester, Carla had been cither
lue 1o the new Practical Intelligence
class or not there ar all. By the second
wevk of the second semester, she had
suiried to wander into class just before
the bell rang Although she hung back
a lide from the rest of the group, she
was auentive and soon began o par-
haipate in her own way.

Carla had staned the gradusl pro-
cess of dropping out  (Bonikowske
1987) by 7th grade. Year afier year, her
erformance suffered as she made the
NN mistakes, over and over again.
Hur teachens had not neglecied her,
huat they were working under the as-
smption that she had learned what
school expeaed of her; she had not.
They saw their role as primarily one of
wiching subjedt-matier in a varicty of

Practical Intelligence for
Success in School

Students can be taught to meet the implicit
expectations of their teachers—they don't have to

rely on osmosis.

disciplines They beheved that she was
either rebelling or not irying Bu
Carla had simply never leamed what
we call the tacit knowledpe of school.

Unspoken Expectations

Teachens have a wide array of expec
tations for students, many of which are
never exphcitly verbalized. Studenis

Students must learn
how to use their
intelligence
effectively in school
because that's where
so much of their
lives take place.

Reading #4

who cannot meet these implicit expedc-
tations may suffer through year aficr
yuar of poor school performance with-

out knowing quite what is wrong

Thuir teachers expect them 1o know
how o allocawe their time in doing
homework, how 1o prepare coun
papers, how 1o study for wesis, how 1o
talk (and not to talk) 10 a wacher—if
they never learn these things, they will
suffer for it ,
The concept of tacit knowledge was
intraduced by Polanyi (1946, 1976)
Later, Sternberg (1988) and Wagner
and Sternberg (1986) used it 1o de-
scribe knowledge that is not exphitly
aught or even verhalized, but is nec-
essary for an individual to thrive in an
environment. The concept applics ina
varicty of settings. For example, kevel |
of tacit knowledge is an excellent pro- |
dictor of performance in' management
(Wagner and Siernberg 1985, 1986). I
is alvy crucial for successful perfor-
mance in school. Inded, our rescarch
inclicates that it is as goexd a predicor
of college siecess as are academic

|
!
!
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types of tests (Sternberg and Wagner
1989). Of course we should teach stu-
dents the skills they will need for life
outside the school, but 100 ofien we
forget the point of Dewey's quoie at
the beginning of this anicle—life in
school is not just preparation for life:
is Jifc. Students must leam how 1o use
their intelligence efficatively in school
bocause that's where so much of their
lives wake place.

Our program—the Yale Pramml
Inclligence-for-School (PIFS) curricu-
Jume—was developaed to help students
like Carla leamn the vital tacit knowl-
vdge they need to succeed in school.
This paper details the development of
the PIFS curriculum, explains our
teacher training procedures and les-
son designs, and repons on our field-
test and evaluation of the program at a
middic school in 2 middic<lass sub-
urb of Connccticut.

Practical Intelligence

' Since 1987, our Yale University team
of investigatons and Howard Gardner's
Harvard Univenity researchers have
engaged in a joint ¢fon 1o develop the

theory-based curriculum, practical in-
telligence for school. The program is
an outgrowth of a3 merger between
two theories of human nmelhgence
Howard Gardner's (1983) theory of
muliiple intclligences and Roben ).
Sternberg's (1985, 1988b) triarchic
theory of human intclligence. The way
we have combined the theories is il
lustrated in Figure 1. Gardner's theory
expresses the domains in which intel-
ligenee manifests itself linguistic, bog-
ical-mathematical, musical,  spatial,
badily-kinesthetic, interpenonal, and
intrapersonal. Within Stiemberg's triar-
chic theory, the componential subthe-
ory identifies the mental processes
that are exervised in these domains;
the contextual subtheory defines the
practical, “relevant-to-life” ways in
which the processes are applied; and
the experiential subtheory deals with
the transfer of skills 10 new situations.
Note that in Figure 1, under the con-
textual subtheory, the praciical appli-
cations include both in-school and
out-of-school problems

Our Yale and Harvard rescarch
teams came up with a2 total Practical
Iniclligence  curriculum  which  in-

cludes two pans:

©® The Yale portion of the curricu-
lum, designed 10 teach skills used
#Cross content areas. This is taught by
content teachers separately for two 1o
three periods per week, ideally for a
period of a year.

©® The Harvard portion of the curric:
ulum, which emphasizes individual
subjoect-matier infusion of skills within
the content class.

The two teams work together. They
gencrate ideas and provide feedback
as the curriculum is doeveloped This
repon focuses on the Yale portion of
the curriculum.

The Curriculum-

The organization of the Yale Practical-
Intelligence-for-School (PIFS) curricu-
lum is hased upon the three kinds of
tacit knowledge that Wagner and
Sternberg (1985) have found critical to
adapiation to any environment. man-
aging onesclf, managing tasks, and
working with (managing) others (see
fig 2). The curriculum consists of
both a student text and a comprehen-
sive teacher's manual that describes in

Fig. 1. Inteliectual Operations
Componenti! —————igpe- Contextual - Experential
intellectua! Domains Examples of Menta! Pracrical Application: Transfer 1o New Situstions:
{Multiple Inteliigences) Processes:
Linguistic Seleciing the sieps needed to  Mow to organize your thoughts in Wnlin.g a history report. Writing a
solve a problem. order to write 3 book repon. lener. Giving directions to someone.
Logical-Mathematica! Ordering the components'of  How to complete 2 math worksheet  Figuring out the steps for balancing a
problem solving. accurately. budget. -
Musical Selecting relevant How to pick out the melody from Recognizing the main theme in »
information. the harmony. musical work.
Spatial Selecting a mental represen- How to make pictures in your mind Using a schematic 10 assemble 2
tation for information. 00 help you remember what you piece of electronic equipment.
read. Reading a map.
Bodily-Kinesthetic Allocating your resources. How 1o pace younelf throughou a Adjusting your physical exertion
long-distance run. during a basketball game or ballet
performance.
interpersona! Solution monitoring. How to undentand your teacher’s Restating what someone is telling
comments on your history repon. you 10 be sure you understand him
or her.
Intrapersona) identifying a problem. Figuring out that mhm; bothers Figuring out that you are getting
- youinschool. - © snnoyed by your brother’s weasing.
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Fig. 2. Practical intelligence for School Curriculum:

L. Managing Vewrsel!
A Ovemav of Managing Yourself
Lesson °
- Kinds of intelligence: Definitions
Kinds of imelligence: Muhiple
intelligences
Kinds of inelligence: Academic
or Practica! imelligence
Understanding Test Scores
Exploring What You May Do
. Accepting Responsibility
. Collecting Your Thoughts and
Setting Coals
8. Leaming Styles
9. Whar's Your Leaming Style?
10. Taking tn New Information
11. Showing What You Learned
12. Knowing How You Work Best
13. Recognizing the Whole and
the Parts

€. Improving Your Own Leaming

14. Memory

15. Using What You Already Know

16. Making Pictures in Your Mind

17. Using Your Eyes—A Cood Way
to Leam

18. Recognizing the Point of View

19 Looking for the Best Way to Learn

20. Listening for Meaning

21. Learning by Doing

aNon & W M=

tl. Managing Tasks
A. Overview of Solving Problems
22. Is There s Probiem? -
23. What Surategies Are You Using?
24. A Process 1o Help You Solve
- Problems

25. Planning s Way 10 Prevent
Problems

26. Breaking Habits
27. Melp with Our Problems

8 Specnﬁc School Problems
8. Taking Notes

29. Catiing Organized

30. Understanding Questions

31. Following Directions-

3. g:dulmmg—hndm' the Mam

3

33. Noticing the Way Things Are
Written

34. Choosing Berween Mapping and
Outlining

35. Taking Tests

36. Seeing Likenesses and Differences
in Subjects

37. Cetting t Done on Time

ill. Cooperating With Others

A. Communication-
38. Class Discussions
39. Whato Sey -
40. Tuning Your Conversation
41. Putting Yoursetf in Anuther's Place
42. Solvm;'tMMCm
cation

8. Fisting into School:
43. Making Choim—Mapﬂn;

Shaping,
44. Undentanding Socia! Networks
4. S':m; the Neswork: Different

es
46. Seeing the Network: Figuring Out
the Rules
47. Seeing the Relatiomhip Between
Now and Later
48. Wha! Does School Mean to You?

deiail how the course can be taught
cfectively.

Thc course openc with instruction
on how students can manage them-
sclves The first units, on self-manage-
munt. provide an overview of students’
multiple intelligences. The teacher
and the students discuss styles of
thinking (see Siermnberg 19882, 1990)
and how students can best exploit
their own individual styles. This unit
on scif-management also deals with
crucial aspects of adapation to school,
such as taking in new information,
showing what you have lkeamed, using
what you know, and implementing
what you have learned.

The second pan of the course—
managing tasks—deals with topics
such as getting organized, setting up
straicgics for prablem solving. breaking
badd hahits, seeking help with prublems,
and thinking about time management.
This part of the course also deals with

understanding questions, following di-
recuons, and taking tests.

The third pan of the coursc—cnop-
crating with othen—presents such
topics as how 10 handle yourself in
class discussions, knowing what to say
when, puting yourself in anothers’
place. and solving communication
problems. It also involves learning
how to take a long-term perspective in
dealing with ather people.

Lesson Designs
The kesson designs in the teacher's
guide follow a format hased on the
four-prong model of and
Davidson .(1989). This model draws
upon Vygotsky's (1978) idea that learn-
ing is mast effective when it occurs
ﬁrstinlsodalcmtmmdbmly
interalized later.

The weacher is provided with lesson
sections that describe the global pur-
pose of the lesson and give the under-

lying theory or rationale for teaching
it. The objectives and time planner
help the wacher hoecome  quickly
awarc of the spedific skills to be wught
and the timing of the lesson. Informa-.
tion concerning prerequisite skills, an
estimate of the amount of time nevded
for the lesson, and necessary materials
facilitate preparation.

The teacher stans out by giving stw-
dents an oricntation to the coneept
being taught. First, the weacher taps the
students’ prior knowledge, which
gives the teacher an opportunity to
correct incorreat information and 2
chance to see the- way students hawe
learned to think about the 1opic. The
teacher presents new information via
lecture, discussion, questionnaires,
and the text. :

Students then meet in small groups
to try to apply their new knowledge
and skills. This part of the lesson in-
cludes games, acuvities, and work-

. SFrTenrR 1990
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shouts as waedll as smatt group work ht
allows for greawr varicty in the ke
sons, creating a sense that “somcthing
new may happen” in the Practical In-
welligence ctass  Afierwands, students
evaluate their use of the new knowl-
edge or skill They siso critique their
work and the material being taught.
Finally, the wacher provides inte-
gration activities that encourage the
students 10 apply their new knowledge
in their own hives. These activities are
intended 10 help bring about the trans-
fer of the new knowledge or skills o
shuations ather than school

Teachers and Teacher
Training .

Three wachers at our Conncaticut
huold-test schonl received six o after
school and one full-day inservice train-
ing sessions Traning focused on the
wo theories of intelhgence, strategics
for teaching. and problem sohang
Teachers were supponed duning the
implementanon phase by weekly op-
ponumtics o ineract with one or
more of the coauthors Five afier
school mevtings were conduaed 10
doevelop plans and discuss concerns

The Evaluation
Countless programs are  introduced
into schools cither without ¢ :uation
or with evaluations himitcd to studenis
and teacher comments We did not
want our program 1o become one of
these, rather, we wantad 10 know
whuther the progruom we  devised
would genuincly improve  students’
practical ntclligence for schools. And
twraunse this was the first time the
curricutum woulld be implemeniced,
we were as concerned with using the
rosults of our evalugtion o improvwe
the curriculum as we were with using
them to tes its vatidity and praciicality.
One hundned 7th grade stucents par-
ticipated in the stucdy. We aneeted the
coune 0 thaese studenis buovause gracke
7 muarks thee point where sctue! e
tumes much more complex students
mad to keam howe 1o shutthe between
multiple clawes and how 10 negoeiae
the demands of multiple wachens
Throe reahng chisses (a wal of 61

Rather than merely
hope that students
have learned school
survival skills in
their previous
grades, we can

directly teach these
skills to all students.

students) were used as the experimen.
tal group. and two others served as a2
control (3 11al of 39 swudents) The
expenmental students receved  our
course matenals. the controls, the
standard basal reader. Both groups
were almost evenly distributed by gen-
der Because the program was admin.
istered over only one semester—three
daw por week for about 50 minutes
per session—only about half the ma.
terial was covered

Throv differen tests were adminis.
tered 1o the students before and aficr
the course The Suney of Study Habhits
and Atundes (SSHA)  (Brown  arxl
Holtzman 1967). Tbe learmning: and
Studv Skills Imentory -(LASS)) (Wein-
stein and Palmer 1988), and the Prac:
tical Intelligence sextion of the Semn-
borye Triarchic Abilnies Test (STAT)
The STAT was incfucke] as 3 transfer ies.
Nonc of the skills nasunad in thwe STAT
were dircaly @ught. but we hoped
these prctial-intelicaual skills would
improve 2s a rsult of the training

On the SSHA. the experimental
group showedd statistically significant
s on all four seales (Delay Avoid-
ance, Work Mothads, Teacher Ap-
preval. and Education Acceprance) On
the LASS], expenimenial-group students
showetd seatistically significant gains on
nine of ten sulmcakes. Attitude, Moiiva

tion, Information Processing, Schecting
Main doas, Stxly Aids, and Self-Tew:
ing Only the suhscale Test Sirategics
did nex show s significan: gain. Resubs
of the evaluation indicate 14 inteneroup
differenos siggificauly faveooring il ox-
perimental group, 1 signiicantly favor- |
ing the control group, and 2 favering
the experimental group nonsignifi- |
ontly. Thew nsuhs suggest that the
PIFS program was quite sucveshul,
ewen in one semester. in iIMproving
practical-intelicctual skills as measured
by two tests of study skills and one of
practical inclligence

Taclt Knowledge Is Teachable
The usually unspoken knowledge that
is crucial 1o practical intelhigence for
school is  weachable  Rauther  than
mercly hope  that students  hawe
kamoed school survival skills in thair
previous grades, we can diraaly wach
these skills to all students.

But waching pracical inelligence
for schools is anything but casy. For
many wndwens, stcvessfully iwaching it
requires 3 fundamenial reoricnation
of attitudes and waching style. In par-
ticular, wachens need 1o come 1o value
a kind of knowledge that they usually
do not 1each, despite expuating Stu-
dents somchow 10 leam it. And they
must realize that this praciical knowd:
telpe will e kearncxd by students only i
it is. will, practical Sisbems must s
how 10 apply it in their daily school
lives—wt: woukl e want stuchents 10
acyuire this knowledge in an solated
encapsulated form that és s tseful 10
them. We all want children 1o siwvend
in school, waching practical inelh
geneu for sohool can foster it e

Finally, #t's imponant 1o hrd o
whitt the students thougehs of the class
Aficr 8 kesson on memorny, Bill said
“I'm had a1t math. | always thought |
would be bad st math ¢ven if § il |
hate & %0 1 just rush through it Now |
take my time with #1. If | ke my time
10 stucdy i, 1 ondenand it xuer”

Naddia speke up during g kexen on
scif-management. “This year | had
trouhle in social studies. | was too shy
10 ank the teacher. Then L g a ). w0 |
asked the weactwr for help winn |
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duin’t understand The next time | got
an A in socisl studies.”

Enn reponed, “In socia